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PREFACE

This paper grew out of my work with a dozen teachers who participated
in a project to pilot new social studies materials. Our group had diffi-
culty making a carefully reasoned choice among the available high school
materials. This occasional paper is my attempt to develop a systematic
approach to selecting among curricula.

A special debt of gratitude goes to Harold Berlak whose thinking
greatly influenced mine. My approach was also affected by conversations
with Bob deJong and Warren Solomon, by discussions with doctoral students
in Social Studies Education at Washington University, and dy interaction
with teachers in the St. Louis-St. Louis County Social Studies Project.
Influential as these people vere, however, the approach in the paper is
my own., .

I wish to thank Mrs. Janet Foard and Mrs. Bartaira Morales for their

esaistance in preparing the manuseript. Finally, I arpreciate the editorial

assistance given by my wife,

Alan Tom
Washington University
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T. INTRODI'CTTION

"America,”" Alexis de Tocnueville noted, "is a2 land of vonders,
in which everythine is in constant motion and every chance seems an
jmprovement." Few would dispute that our society is a ravidly
chanping one. It is less certain that every chanpe is an irmrovement.

Would the distant rumble of a supersonic jet strike you as the
"sound" of progress? Certainly the develooment of a cormereial suver-
sonic airliner would speed the delivery of passenpgers from one side
of the continent to the other. However, the increased noise level may
he seen hy some peonle to he too hipgh a orice to vav for anuickeninm the
pace of air travel. Vhether or not one views the commereisl supersonic
Jet as an improvemaont devends in larrse vart on what {s given prioritv:
speed or tranauility. 8imilarly, a consumer mayv prefer one model of an
annliance because it is more durable and less likely to need maintenance
than another model., On the other hand a manufacturer may rrefer the latter
model because its unusual stvling may lead consumers to bhuy a new appliance
even if the older model is not yet worn out. 'Inless anmreement can be
reached on a criterion for judeing the value of an apnliance, it is
unlikely there will be arreement conceranine which model of an anoliance
is hetfer.

The prohlem of ludeine the value of innovationn is not unioune to
business nroducts. Whether to develonr & new defense weapbon §8 a nrohlen
commonly faced by 9ovefnment officials and leaislators. Judrments must

also he made amone new poverty, health, and educational proerrams. Tt s



on the last area, educational innovations, that this varzr focuses.

Specifically, the author is interested in social studies, thourh the
issues raised in this paper prohahly are relevant to innovations in

other subject areas.

Social studies educators and teachers have long disarreed about
what should be the bhasic purpose of social studies education. This
lack of arreement on a ceriterion, as in the earlier examples, tends to
make evaluation of a new product most difficult. Yet, until recently
few teachers have been concerned about the great variety of proposed
purposes hecause new statements of position have not been accompanted

1

by student materials. In the absence of student materials these

statements of position heve had little significance for schools: they

have been of interest primarily to social studies educators in universities.
in the next few years the market will be flooded with a wide variety

of new social studies materfals. These materials are the products of

curriculum development centers supported hy grants from the U,.8, Office

of Fducation ani private foundations.® The centers have broupht together

S B d eSSl B S GGt B e S -

1. Fxamples of such statements of poaition are: Shirlev ®nele,
"Nnecision Making: The Heart of Social Studies Instruction." Socia) Fdueation,
XXy (NoVenher, 1960) , 301-0h,306 Vaurice P. Hunt and Lawrence F. Metcalf,
Hauéer. ‘oeial Selence Research and the Curriculum" North Central Associntion
Nuarterly, 33 (Tanuary, 1059;, 221-bl: Harrv 8. Broudy, B. Othanel Smith, Joe
P. Iurnett, Nemocracy And Fxcellence in American Secondary Fducation (Chicaro:
Rand MeNally, 106h): Farl 8. Johnson, 'The Soeial Studies Versus the focinl
feiences,” j"‘h_‘e_ School Revier, 71 (Winter, 1043), 380-403,

2+« A recent listinpg of social studies projects has heen compiled by the
Marin Social Studies Profeet: A Nrectory of Research and Curriculunm
Pevelonment Profests in Social Studies Fdusation (201 Tema) Vista Rivd.,

forte Madera, Californin: The Marin Caetnl Studies Prolect, 1040), A
reviced edition of the directory vwill be released {n fanuarv of 16079,



scholars, educators, and teachers in order to create alternatives to
the standard texthook. Recornizing the market notential of the new
curricula, commercial puhlishers have snanped un manv of the national
vrojects, The High School Ceography Project will he published by
YeMillan, the Sociolorical Resources for Socia]~ﬂtud{es by Allyn and
RBacon, the Arherst Illistory Project by Addison Weslev, and s0 on. Amons
the publishers that have already drought out materials bhased on national
vrojects are Science Research Assoctates {Senesh materials), American
Edueation Puhlications (Harvard Social Studies Project), and Holt,
Rinehart 5nd Winston (Carnepie-Mellon Social Studies Project). Havine
national project materials in print will provide schools with alternatives
to established textbooks and local curriculum revision efforts. FEstablished
tevts no doubt will continue, at least in the near future, to cavture
most of the market. This result is likely because innovatiuns in soeial
studies curricula have teaded to be adonted slowly.

The effect of the new curricula on local reform attemnts ia lesa
easy to predict. local efforts often are motivated by dissatisfaction
vith avajlable texthooks, hut alternatives to eatahrished texts are now
hecoming available throush the national projects. The future of loeal
curriculum revision ias also in doubt because it usually has little effect
on classroon instruetion, primarily because the outcome (usually a frame-
vork, a content outline, a few suprested activities, a bihliopranhy) cannot
he implemented as it stands. Student materials are necessary 8o that the
framework and the content outline can be implemented, but student materials

are rarely created as vart of a loeal effort.
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Recause the national projects are vproducins student materials, these
vrojects may have cvnsiderable impact on c¢lassroom instruction., In any
case, the nrojects will open up alternatives to the textbooks genarally
used in American schools and may, as a result, do away with much of the
motivation for local curriculum revision. But predicting that national.
project materials will significantly influence classroom practice is not
to say that this outcome is desirahle. Change, as noted earlier, is not
necessarily improvement.

The erux of the issue is to identify criteria which teachers and .
administrators can use to make choices among the available curricula,
hoth new and old. Unfortunately, not enough scholarly effort has heen
directed to the develovment of such criteria.3 The purpose of this
occasional paper is to propose criteria which will facilitate the com-
parison of curriculum proposals. In order to bepin this task, the next
chepter examines some of the criteria that have heen used in the past
and supgests why these criteria are inadequate to the contemporary
situation.

s 8 e s4e .t s G — b e et a mw .

3. Harry V. Scott, "Comparing Curriculum Proposals," Educational
leagership, 25 (Pesember, 1067), 2u2-hP; Irving Morrissett and H. Willlams
Stevens, Jr., "Curriculum Analysis," Soecial Tducation, XXXI (October, 1067),
WR3-86, hRO- Harold Berlak and Alan Tom, 'Toward Pational Currfculum
Decisions in the Social Studies” The JIndinna Social Situdies Guarterly,
X¥ (Autumn, 1067}, 17-31% Fred M, Nevmann, "The Analysis of Public Controveray:
New Focus on 90cia1 Studies," The School Review, 73 (Winter, 1045), see N
especially 417-19: louise L. Tyler and M. Frances Klein. Recommendations :

el as sa e a

California. 10577. The Far reat Lahoratorv for Pducationa] Peseareh and
favelonment 13 develoninp a set of questiona and materials to help school
syatems choose amonp secondary American (cvernment curricula.




IT. COMPARING CURRICUTIM PROPOGATS

Tn the sast | selectine curriculum materials has been n relatively
simple tas“. "™e igsue in the end has boiled down to the auestion:
vhich tezt .11 we use for a particular course? Althouprh an ocecasional
seh00l dist 'i~t has developed materials on its own, most districts lack
the human -4 financial resources necessary to create curriculum paterials.
As a resul se¢ ool districts tend to restrict their attention to commercial
texts. Typi-slly, once every five vears a committee is formed to survey
the available texts in order to recommend one of ther for adoption.
Suoplemente. or enrichment materials may also be chosen, generally on the
hasis of their correlation with the selected text.

Texthoot sclection is like buving a ear, not only in that both are
clearly defined nroblems, but in addition because texthrooks, as well as
cars, are al: rsasentially the same. The similarity of onroduct is obvious
in the ca:~ . " cars hut may not he so in relation to texts. ‘\owever, most
texts shar< «veral characteristices. Textbooks tend to contair masses of
facts and pe - ~alizations, vet at the same time to include numerous tonies.
That is, tex’ - tend to be encyclovedic. 1In addition, the 2rvhasis on facts
and reneralizationa Indicates that texts focus on issues of descrintion
or explanation. Little attention is piven to either ethical or nudblie
policy issues, hoth of which involve values as well as fact: and penerali-
zations. Ethieal and nublic poliev issues usually are a part of social
studies instruction, but renerally the teacher, rather than the texthook,
introduces these issues. kA final shared characteristic is that generalizations
made by scholars are presented as {f thev were facts: rarely {8 the oroecess

examined hy vhieh scholars reached these tentative conelusions. Textbooks,




therefore, can be characterized as detailed acéounts of a variety of
topies in which the conélusions of scholars are summarized.l

But every teacher knows that téxtbooks éo differ from oﬁe enother.
Moreover, the fact that teachers approach textbook selection with a set
of auestions indicates thap teachers béliefé fhese differences cén he
cyvstematically examined. Thé nature of‘thé questions, however, suarests
that the differences deal not so much with contraetinp nurDans for
social studies instruction as thev do with the different ways vounnqtere
misht resvond to stylistic variations among texts.

The role of the questions’can be seen hy examining four of the more
freguently asked ouéstions-

1. Is the reading level appropriate to the students for whom
the book is intended?

2. 1Is the text factually accurate and does it contain
interpretations which are consistent with contemnorarv
"cholarsh1p°

3. Is the text sttractively illustrated?

4, Will the style of writing hold the interest of the
students’

With the exception of number two, these questlons involve stvlistic
éoncerns: readlnz‘level, illustrat1ons, vriting style.' ‘I'he illustratiOn
and writing Style questiéns help a teacher predigtkstudent.interest-in
the naterials while the reaﬁihgylevelkquestion helps a‘ieacher esﬁimate
the abilitykof stﬁ&ents tokuhdérsténd the‘matéfiﬁis.( Alﬁhoﬁgh:student ‘
S b 9

1. Exceptions do exist. An example of a text that does in?olve
students in the evaluation of data is: Allan O. Kownslar and Donald B,
Frizzle, Niscovering Ameriean listory (Holt, Rinehart and Winston, 1067).

Tk
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response is a valid consideration in selecting materials, it does not
take into account two basic issues: the purpose of social studies instructicn
and the seiection of content to realize that purpose.

Fven the question related to content (accuracy of facts and intervre-
tations) is not particulaflp helpful in seleetinn content, The basick
probiem is that there is much more accurate content thah there is time
for sbcial sthdieskinstruction. At best, the’eccuracy question eliminates
some "false“ content; this Question does not aid in reducing to a
manageable size the tremendous quantity of "tzue“ content. Mbreover; the
term content refers to more than facts and interpretatioﬁs: skills, attitudes,
values all are potential conteqt for a s’ocial studies course,.

In defénse of stylistic qtestions it must be notea that these
Auestiens are adequate for distinguiahing amony, most texte now bheing
published. Current texts are mﬁeh more likely to vary in stylistic terms
than in reference to content selection. M that is necessary to see
the siﬁilarity in content 15 to compare tﬁe tables of contents dr vell-
known textbooks in & particular suhject area. It texts in a subject area
have s**tlar content, then it is hardlv necessary to formulate questions
related to content selection. '

| At the same time one cannot help hut wonder whetherlthe stvlistie
differences emphasized by the four questions are trivial differences,
Perhaps writinp style and the attractiveness of 111ustration are the

educational equivalents of the superficial stvlinp ehanges in cars.

‘ Reading level mav be analopous to such minor design factors as height of

seat amount of 1uggage space, and visibilitv. That {8, we want t0 know

if a book is appropriate to a group of vounpatera Just as we want to know



if a car "fits" a particular family. Of course, esen if we were to decide
that the differehces emphasized by the analysis question are trivial, we
are still left with the frot that differences do exist. If alfferences
in content selection are for the most part not apparent then why not
select texts on other, perhaps less important grounds?
Although this line of thinking may suffice for the present, two or

three years from now it will not be an adequate approach. ‘By that time
tﬁe’naiional curriculuh projects, mest of which are completed or near
completion, wili be commercially available. The'prsject materials do not
share maAy ef the assumptions of current texts. Specificaily, project
materials usually are based on goals different from the goals tovarad ‘
which textbooks are directed. As var&ing approaches to the purposes of
social studies instruction become available, there will be a need for
nev questions that focus on this variable. The old quesfions may remain,
but only if neﬁ questions are added can we conclude that we will have a

comprehensive approaeh to comparing cﬁrriculuﬁ proposals}‘
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1IT. ALTERHATIVE DIRECTIONSG FOR SOCIAL STURIES THOTRUCTION

¥wven though curriculum proponsals made by educators and social
scientists have not brought about a revolution in social studies
instruction, these proposals have delineated alternative directions
that social $tudies instruction may take in the future. ' One tyre of
influence eierted by these proposﬁls ia on heginnihg teachefs vho,
as a nért of their teacher traininy, often read hooks or articles by
curriculum theorists. The proposals a;so have had considetahle impact.
on the ma£eriuls developed hy the national projects,

The purpose of tﬁis chapter is to exaﬁine the ideas of sevnrai;

representative educators and social scientists, To facilitate the

‘comparison of varving positions, a scheme is devéloped for classifvine

similar apnproasches to social studies instruction. In the next chavter
several of the national nro1ects are diqcuqsed in terms of fhjs qchewe.

T™is nrocedure nroviﬁee the reader with bhoth a pprspecfive on the

"~ lopically mossible alternatives and a knowledpge of the actual alternatives,

i.e., the alternatives for which published materials either exist or will

soon exist.

J)

qh me for. Catqporlriqy Social f qtud1es Positions

AE
. Two recent attempts to identifv al% ernafe dlrectIOns for social

studles 1nstruction have’resulted in the same hasic division. The

d{vision is‘betweenvthbse ﬁho view soéial studies as heing nriﬁérily

coﬁééfned with the deﬁélobﬁént‘bf aood‘éiti?eue and thoéejwho seé the

'vocnal qtudies as essent1allv the same as the qocial qcienceq.l rI‘h s

S e e e e a e . m— - 8o

1. Shirlev anle,ﬂ"ObJectives of txe %oc1a1 qtudies " gggﬁgglfgggéﬁgh'

“ in Social Studies, Bulletin of the School of Rducation, Tndiana University,
- 40 (March, 196k), 1-12; Dale L. Brubaker, Alternative Directions for the
" Social Studies (ScrantOn Pennsvlvania International Text‘ook Company , 10(7)
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wav of concentualizing ﬁhe alternatives is nfair to those who enunte
the social atudies and the social sciences, for it implies that they
are unconcerned with citizenship education, The distinction is also
unfair to the advocates of citizenship education, for it supgests they
believe that one can hecome a pood citizen without being knowledpeable
in the scecial sclences.

Bernard Berelson has arpued that the disapreement Between proponents
of citizenship education and thase of social science knowledge is larpeely
a spurioue issue. Phrased differently, the abpérent issue disappeare:

As a starter, suppose ve were to say that we--all of us

“invelved--want to eive high school students the best

introduction we can, within limits of practicality, to

the hest available knowledge from the social science

disciplines as a means to the end of producing responsible

" eitizens. That single sentence, which I think would

bve apreed to hy many participants on all sides of the
debate, may go a long way toward resolvinp the issue.”

His way of statlnp the issue does seem to regolve part of it: social

science knowledge need not be considered an end in 1tse1f hut rather

as a means to tha end of citizenship education.

But apreeinp on the end, citizenehip education, does not necessarilv

te 1ead all educators to favor the same means. Berelson oees the means as

veing "the best available know;edpe from the social science discipl1nes.

Jerome Bruncr, who shares Berelson s assumption that the social studles

are es%en+1a11; the same as the soc1a1 qciences, is not so much 1ntereqted

in teachlnp voungsters soc1n115cience facts and peneral17ations (Berelqon s

‘position) as he is in havinp vounasterq enpage in the same k{nd of

\jxé.‘ Befﬁerd Befelsdﬁ, "Introductloh, The Soc1al utudies and the qoc1a1 Scienc
Sponsored by the American Council of Learned Societies ‘and the National Council
for the Social ftudies (New York: Harcourt Brace & WOrld, 1062), A-T.
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intellectﬁal actiQity as do practicing social scientists:

The schoolbof learning physics ig_a physicist, and it is

easier for him to learn physies behaving like a phyvsicilst

than doing something else. The "something else" usualiy

involves.,.classroom discussions and texthooks that talk

about the conclusions in a field of inquiry rather than

centering upon the inauiry itself.3
The last senﬁence placeé Bruner in difecf oppOSition to tvhe §oéia1
scientists who contributed articles to the book introduced hy Berelson.
Those socidi séientisis, athe;élsdh pointsvodt, directed their efforts
to answering fhe question: Whaf ought a high school graduate know about
my field?h In othef words, the emphasis is on cohclusions, vrecisely
the approach tﬁat is eriticized by Bfuner. |

To suﬁmarize, gfuneg and Berelson bofh want social studies to be
Closéiy related to the socisal sciencéé. While Befelson beiiéveg that
students shouid learn partiéulaf conclusions from the various sodiai
sciences, ﬁruné} argués tham-studentsvshouid ehgage in the ﬁays of

Iﬂ thinking used by soclal scientists. Briefly‘stated, Berelson wants
# students to leain the‘products of reséarch; Bruner wants students to

emoloy the propesé of inouiry. Yet both of them make the saﬁe claim
’fdr their‘apbroacﬁés; this cldim'is thdt their narticular‘éﬁproach
ié the one tha£ best ﬁroduces undérs'candinp:.5

« . . @ e T — — . o — g

: )3.“hJerome Bruner, ghg_ggggg§§méﬁggyggmion (New York: Vintage Rooks,
- 1060) 1 A e L ‘

L, "Introductlon,“ The Social Studies and the ﬁociai Sciences, L,

Se Berelson states vhat the scholars contributing to his volume belieVP
" that high school students should studv "basic understandings, illustrated hy
their applications to past and present societies” {p.7); his use of the term
- understandings indicates he equates the study of conclusions with the process
" of understanding. On the other hand Bruner believes that underctanding results
~ only vhen one engages in inquiry: '"What a scientist does at his desk or in his
. laboratory; what a literary critic does in reading a poem, are of the same
. order as what anybody else does when he is engaged in like activities—-if he
~is to achieve understanding." (p 1h) ' ;
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The emphasis on understanding is logical hecause soecial seientists
see the social sciences as producers of reliahble knowledge and of
techniques to insure this reliebility. Several definitions of the eocial
sciences‘are quoted to 1llustrate thie roint:

It is a group of disciplines that provide descrintions of
human nature, human ectivityv, and human institutions. These
disciplines are scientific, first in that they are concerned
with telling us Vhat Is, not What Ought To Re; and second,
in that they ex:reise obiectivitv, pursue spec%al knowledge,
and move toward formulation of this knowledge.

In baldest terms, social scientists share a common conecern
in the development and use of methods for ordering data
systematically and analytically, and for interpreting their
findings as objectively as possible.
With what...are the social sciernces concerned? They are
concerned with the actualities of human societies 1in
 development, with records of p past actualities, with
knowledge, with thoughp and with methods of acguiring
knowledge regpecting the actualities of human socleties in
development. : : ' L ‘

Even in the case of public policy issues, a social scientist is more
likely to see his role as a producer of reliable knowledge than as a

direct participant in social action:

6. Robert’Redfieid, "The Social Uses of Social Science.” Quoted by
" Dale L. Brubaker, Alternative Directions for the Social Studies, ?5.

T Pendelton Herring, "The ObJectives and Methods of the Social

- Sciences - The Fssential Functions of Research," New Viewpoints in the
»° Social Sciences, Twenty-eighth Yearbook of the National Council for the
. Social Studies (Washington, D. C.: The Couneil, 1058), 2. :

v 8. Charles A. Beard The Nature of the Social Sciences, Part VII
of the Report of the Commission on the Social Studies, Chairman A. C.
Krey (17 vols; New York: Charles Scribner's Sons, 1934}, 3. :

(S



“often heve difficulty deflning clearly what they mean by good or

13

llot only are solid facts to puide policy formulations woefully

inadeauate, but also misinformation to misguide policymakers

often seems abundantlyv avallable. Tor example, who really

lknows whether public assistance undermines or strengthens

individual initiative? Or whether or not Blue fCross, Mue

Shield, or automobile insurance may not be underminine the

insured verson's sense of individual resvonsihility? To

help supplant myth with fact and conjecture with knowledre

iz a contribution which researchers ean make,?
ﬁince soeial scientists see the sacial sciences as a malor source of
reliahle knovwledre concerninn huﬁan activities and institutions, it is
ﬁetural for them to conclude that stwdving tﬁe social seiences leads
to understandine. In tufn, understahdinn of human activities and
institutions is assoclated, often implicitly, with resmonsible citizen-
ship.l‘0
Figure Ilfepresents the relationships between the social sciences
and citizenship educetien for those who stress the central role of the
social seiences in social studies education. The arrows indicate
temporal movement, from what students study (the social sciences) to
the instrumental outcome (stuﬂeht understending of human behavior and
institutions of abilitv to think like a social scientist) to the ultimate
out come (pnod citizensh1n on the part of the student)

Those who emphasize qocial science content and instrumenta] outcomeq

responsible citizenship. This problem ofteﬁ leads to a second one:

& vague statement of the>way in whieh'either a student's increased

e b e w mne P e Bt e A —————

9. Rohin Wllliams Social Action and the qoc1al Scientist, Proceadings

" of the 5th Annual Interproup Relatxons Conference Hniverqifv of Houston,

April 18, 196, Prepared by the Public Affairs Research Center (lMiversitv
of Houston, Occasional Paper #2) 8. 3

lO.e For example, Jerome Bruner, Althouph he never uses the term c1tlzenshin.

2 e - At et e

asserts that subject matter is not an end in itself: "It is only in & trivial

' sense that one glves a course to 'get something across,' merely to impart -
- information..,.Unless the learner also masters himself, disciplines his taste,

deepens his view of the world, the 'something' that is pot across is hardly
worth the effort of transmission." Toward a Theory of Instruction (Canbridre,

' Massachusetts: Harvard University Press, 19f6), 73. The goals vroposed by

Rvinar wmay be his way of defining responsible citizenship.
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understanding or his improved thinking skills would make him a hetter
citizen. An ambipgucus statement of the relationship hetween instru-

ment.al and final outcores makes it difficult not only to evaluate the
anproaches proposed hy Bruner and Berelson but also to‘conpare either
of these to other alternsatives.

, Figure I
The Social Sciences and
Citizenship Fducation

Tyvpe_of Social Instrumental * B - Ultimate

Studies Content ~7 Outcome 7 Outcome
Social science knowledge Students' understanding Students act
(facts and generalizations) = of human behavior and —> responsible
[Position of Berelson) institutions : citizens
Wayvs of social science Students' ability to////;//;7

thinking (modes of inquiry)-—>  think like a social

E’osition of Bruner] scientist

HMany soeisl studies educators do not shere Bruner and Berelson's
view that pufsuit of understanding is an adequate preparation for
resnonsible eitizenship. One such educator is Shirley Engle. Enrle
contends that decision making s . Juld be the core of social studies
instruction.ll anle is concerned with two levels of decisions:
1nterpretation of datal?(a version of understandinp) anéd nolicv determination.

Pollcv issues, Pnple points out, 1nvolve values as well as>iuterpretation

KR -
‘. ‘.‘

of data: 3~  ' ’ ‘ Gy
In dealinn with tne issue of whicn of two proposed solutions
.- to the problems of farm surpluses is best, one may conclude,

- factually, that government support of farm prices leads

inevitably to inefficiency in agriculture and to unnecessarily

P S T S T S a—,

Faor
lr

”11.‘ anle, “Decision Making," Social qucation YXIV 30]—ﬂh, 306

‘f’12. nple defines interpretation of data as "decidinp vhat a proun of
descr1n+ive data means, how these data may he summarized or reneralized,

‘_ what nrincivles they supﬂest. "Decis1on Makineg," Socia). Fducation, ¥XIV,

301-0k 306.
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hirgh cost for food and fiber which the farm produces. This
much is a factual conclusion. But this does not necessarilv
pet us out of the woods, for one mipht still vrefer povernment
supported agriculture to an wnrerulated arriculture hecause
he feared the control of larpe apricultural corporations
(which will almost inevitahly follow the removal of povernment
restrictions - another factual peneralization) more than he
fears government controls. The latter decision is a vealue
.1udment| [ 113 g :
¥nele poes on to arpgue that ir responsible decision making is the end
of social etudies instruction, then the study of values must be a central
concern of social studies instruction.
It is precisely on the issue of values that meny social scientists
- get disturhed. Philip Hauser, a sociologist takes the pogition that
. - value Judpments have no place in either soeial science research or
social science instruetion. Hauser is concerned about the pgtgourri
of research results and normative 1udgments that often occur in text~
books and courses of study. If value 1udzments are to be included
~in the curriculum,’the& should appear in courses lahelled ethies,
religion, civics.‘ "By keeping'such velue judements out'of the social
sciences, or minimizing their inclusion, not only is the integrity of
. social science maintained, but the value Judegments {hemselves are
‘, not given a false aurs. of validity bv association with or as presumed
derivations of, ‘science.'"lb
Hauser's arguments appear“to be velid ‘vet senaratinp velue Judements
from social science content creates other difficulties. How can adults B
relete social science knowledge to value 1ssues if, as students they
do not have disciplined practice in this task? Indeed, separating the

T S a e g — — " — Y o @ bt

13. Engle, "Decision Meking," Social qucation XXIV, 303—0h

1k, philip Hauser, "Social Science Research and the Curriculun.
Renrinted in James Shaver and Harold Berlak, Democracy, Pluralism, and the
Social Studies (Boston: Houghton Mifflin Company, 1968), 266-67.
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two imnlies that it is intellectually unsound to relate social science
knowledre to value issues,15

But those who argue that values should be an integral part of
social studtes instruction do not agree on an approach to this task.
To be specific, a teacher can handle an issue involving values in at
least two different ways.,  Let us assume that freedom of speech in the
United States is under discussion. If a student suggests that freedon
of speech should have no limits, the teacher may say either: "Your

" or "Can you support your answer

answer is right (or wrong) because....
with good reasons?" In the first case the teacher is attemnting to
convince the student of the validitv of someone else's ansver to the
issue. The teacher in the second 1nstance is challenzing the student
to develop his own answer to the issue.

The first aporoach is sometimes referred to as "teaching values'
while the second one istlabelled "teaching about values." Thia way
of making the distinction, however, does not specify carefully how the
aoproaches differ. A more precise pair of terms isﬁagjggtmggg and
sg}j}‘. elop»gnt To evaiuate a younpster's answer as right (or wronﬂi
is to identify, implicitly or explicitly, a standard aga‘inat which the
ansver is being 1udped' the youngster‘nust "adjust" his ansver to that
standard so that his answer is "right."' The standard may represent local
community norms, middle class values, the preferences of his teachers,

ete, In all cases’the task of the student is to "adjust" or "adant"

his value orientation to that of a reference proup.lf

s (15, James qhaver and Harold Berlak, "The QOcial Qciences and the
Curriculum,f Democracv,_Pluralism and the Social qtudies, ?50

et 1A, The term reference group includes anv proupinr whose values could
prrovide a standard for a youngster, i.e., his peer group, a social class,
a community, the teachers in his school, the friends of his parents.
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To reauest that & yvoungster suvport his answver with reasons is to
eny thaﬁ he is to "develop" his own position. In addition it is
implied that some positions are more velid than others; if all vositions
are seen to he eaually valid, there is no need to reaquest summorting
reasons. But validity fs not a question of whether the answer is
consistent with A standaré s0 mucﬁ as it is a question of whether the
reasoning leadine to the answer is rational.lT
o Figure II summarizes the relationships between value Judements and
citizenshiv education for thoserwho belieﬁe that the study of values‘
should be e central concern of social studies insﬁrhction. As in the
case of Figure‘I, the arrows in Fipure II refer to temporal sequence,
Type of comtent (eolomh one) leads to‘imstrumentel\outcomes (column two)

which result in ultimate outcomes (column three). Both approaches

have reunonelble citi7enshin AS the ultimate outcome.

Fipure II

Value Judgments and
Citizenship Education

Type ¢f Social > Instrumental — ., Ultinate
Studies Content Qutcome ' Outcome
Procedures for making © Students' ahility to
. rational value . “ew——— make rational
1udgments o value 1udpments .“ii qtudente act
i ; T . 85 responsible
Value Judpments utudents commitment tov’~37 citizens

of a reference group ——) particular value Jjudgments

R R T L S IR R R SR AP S p———

. 17 Rational is defined by the Harvard Project (as publish2d by Americsn
Fducation Publications) in the following way: ' "Opinion issues can he resolved
- through rational discourse. There are objective standards for Judging the
- rationality and validity of positions and thereby showing that some opinions
- are better than others...Briefly, a position or opinion that is supported by
_reliable evidence, that is consistent,that takes into account analogous (
situations, and that offers useful definitions of vapue terms is more valia .
than a position that is unsupported by evidence, inconsistent, insensitive
to analogies, and uses ambiguous lanpuapge." Cases and Controversv' Guide
to Teaching The Public Issues Ser1es (Hlddleton, Fonnect1cut Amer1can

Education Publications, 2967), 7.




18

hducators who emphasize the place of value Judements inﬁsoéial
studies éﬁucation’may encounte? definitiqnal b;éblems. Those who»stress
the making of rational value Judﬁments often do not nrbvide a definition
of the term rational. Since this term is of central importance, it must
be carefully defined. Fducators who emphasize the vroduct, ﬁarticular
value judements, need to identify preciselv which value judements are
to be taught. | |

In’hoth Fipures I and 1II, distinetions hetween tynes of content
may be seen as artificial, TFor instance. A student;cannbt think like a
social scientist without emnloving social science knowledpe. Horeover,
learning vays of social science thinking also entails the acceptance of
the value judements of a veference sroup, social seience scholara: scholarly
values {nclude objecetivity, pursuit of truth; freedom of‘thounht. and éo J
on. Sirmilarly, a student brines his ovn values, ohtained from a‘variety
of reference proups, to any aituation where he tries to make a "rational"
value judement., MNo doubt it is impossible to orn&nize a social studies
course using only one of the four types of 2ontent.

But {t is vossible to base a course prinarily on one of four tyves
of content. Other types of content mayv hé inéluded, butktheir use is
determined btv the tyoe of eohtent that is dominant.‘ ™at is, in a course
vhere maJor'enphasis is on the teachinp of particular value Judnments,
only nocinl science knowledpe that supports thesé Judmments {é introduced.
By the same token value judgments are excluded from a soclal seience A
inouiry course because the emphasis §s on underatanding, not judpinp,
human behavior and fnstitutfons. INowever, such a course implicitly

teaches scholarly values,
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ﬁigﬁre'TII
Alternstive Social Studies Positions

Tvpe of_ social ~ Instrumental MNtimate

studles content 7 Qutcome > Outeore
to re emphasized ~
Social Seience knowledpe ___ _ -, Students' underatanding
of human behavior snd \
institutions \,
Ways of social science Students' ahility to ;3
thinking ~ === think like a social "”uu“:>
- : scientist - Btudents act as
reaponsible
~ Procedures for making _ Students' ability to, -7 citizens
rational value Jjudsments 7 mnake rational value
: Yudgments 7
) '/'
Value judements of a Students' commitment to -

reference proup 7 particular vaiue judsments

- Fipures I and II can be combined to create a scheme for caterorizing
alternatiQe social studies vositfons. The reavlt, Figure JIT, indicates
that each of the four positions has £he same ultimate roal: responsible
citizenshin; The instrumental outcomes are so different that one ecannot

help but believe that they are a reflection of varving concentions of

responsible citizenship. ‘Indeed, the term gitizenshin education has been
defined at one time‘orkanﬁkﬁer as heine: consumer education, cormitment
to the American Creed, versonal adjdstment. élarificatiou of vositions
on public issues, maétery of basic fﬁcts in American Historyv, or some
other end. |

It seems hiphly unlikely that any one of the interpretations of
resnonsitle citizenship will ever be aceeoied by all social studies
educatore. In the absence of such eonsehaus, the auestion hecomes
how §ne decides vhether an interpretation of citizenshin education

s valid, Only ufter such a deternination {s made ean one hope to
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judpe which of the instrumental outcomes ié most apn;onriate. An
annroach'to:determining theivalidity of conceptions of citizenship
education'istnresentedolater in this paper.
Contrihutions of the Scheme
One maJor.contribution of the scheme presented in Fipgure III is

that it revises & basic distinction made by many social stndies educators.
This distinction is between social studies as the deve]oper of good
citi7ens in contrast to ‘social studies as essentiallv the same as the
social sciences. Ye should, as Berelson notes, all agree that eitizen~
shin edncation iskthe orimary end of social studies instruction. The
nuestion is not therefore, citizenqhin education versus the social
sciences, The issue is to find a valid concept(s) of citizenship
education and to discover how that concept(s) may be efficiently attainea.

| A second contribution of the scheme 1is that it provides a map of |

saveral logically possihle alternatives., For the map to he of use,

hovwever, A person must be able to place actual curriculum pronosals in

the scheme. In addition, the scheme should aid one's attempt to compare
P ; -

and contrast various currieculum proposals. In the next chapter the

usefulness of the acheme will be tested by applying a variety of

curriculum proposals to it.



1V. SOCIAL STUDTES CURRICULA

To facilitate the placement of various curriculum prOposnlﬂ in
-the scheme, it is cesirable to focus attention on one part of the scheme.
The part of the scheme used in this chapter is §ng_9£"pont_ L. As one
examines a curriculum proposal, it is relatively easy to identify the
tvpe of contcnt, but it may be difficnlt to svecify the instrumental‘or
finnl outcomes., The‘latter two phenomena mav be vaguely stated. vet
they are imnlicit in the type of content that is emphgsized.’

The four tyncs of content {dentified in the previous chapter are:
QOcial science kncwledge, ways of éocial science thinkine, procedures
for making rational value judgments, and value Judgmentc of a reference
proup. These four types of content can bhe arrenged on a prid (see Firure
1v). fhe erid is composed of‘two dimensions:‘ product (cqnclusionn)
prrocess (inauiry) and‘descriptive {ssues--prescerintive issues. ’

Figure IV
Tvpe of Content Frmphasized

Product Process
(enphasis on conclusions) (emrhasis on fnauirv)

Peseriptive issues

{¥hat the world is or _ Soeial science knowledre Ways of socinl science
has been like) 5 R thinkine

t’rescrintive 1ssues : :

{that the world should Value judpmenta of a Proceduren tor mavine
te or chould have been like) reference proun roetional value tudrments

™o tvnes of content, (social sciencc knovledees and value fudmrents
"of a reference proun) are examnles of nroducts.i That fa, toth emphasize
end voints or cone’usions. Tn one case thé nroduet {3 contermorary social

seience seholarshin wvhile in the other the nroduet is sore srounta value

0
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nreferencés. T™e task of thé student is to learn and/or become committed
~to these products. v |

| The other tvo types of content (social science wavs of thiaking
and procedures for making rational value judgments) are processes. 1In
one instgnce inquiry occurs inﬁo vaiue issues while inquiry in the other
instance is into issues of fact and exmlanation. Bbth tvpes of content
involve the student in a decision‘mgkinn nroéess, either chobsinn
"nositinns on vnlue‘issues or.judgiﬁn the fruth of stntenenys.

Botﬁ tvnes of social science cpntent (xnowledee and~ways of thinkine)
focus oh descfiptivé 1ssues; A4é§scriptive issue involves Qhﬁtvthe world
is (has been) like. Fxamples of descriptive issues are the vho, uhﬁt,
where, when auestions: "Who first domesticated cattle?" or "What is
"the,effect of inteprated housinp on raciaitattitudes?">or "Hhere was
there the least ooposition to Prohihition?" or "When did the éutbreak of
World War I tecome fnevitable?" The ansvers to these factual, causal,
and interpretive questions attempt to deseribe some aspect of the social |
world. These deseribtions of-the social world are social seience knovledpre,
and the process of validatinp these deacriptions 18 what we have termed |
- gsoefal seience vays of thinking. |

m“e two tynes of value eontent (value dudements of a referenee uroun
and procedures for makinn rational value judments) involve nreserintive
fasues, f.e., vhat £he vorld should be (shou)d have been) like. A
preserintive issue calls for A decision as to vhat ought to be done, not
vhat the world gﬂ_like: Value judmmentas, becgﬁse they involve decidine
vﬁat ouwht to be done. are prescrintive statements. An example may be

useful at this point. let us take the value Judement: capital punishment
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snenid be'abolished. This value judement prescribesbwhat oupht to be
“done, . i. e., eliminate capital punishment. The 1udpmen£ is preseriptive =
resardless of uhether it is mede bv a student on the basis «f someone
else's valueq (reference group) or on the basis of his own reasonins
(nroceduree for making rational value judpments).i

The meaning of the last few paragranhskmay not he clear to the
reader: certainly they have been'difficult to write. >But the main voint
is‘simple. The four types‘of content are logically different fren one
anothpr alonp tvo dimensions: product—;vrocess end descrintive--nrescrin-
tive issues. Hhen conclusions of a prescriptive nature are emnhasived,
the result is content referred to in Figure IV as value judements of a
reference group. Conclusions of a deseriptive nature are social science
knowledge. Inquiry into preseriptive issues re ‘ers to proeednres for
making rationai value Judgments. Lestly, inquiry into deseriptive issues
1nvolvee wvays of social science thinking.
Social Studies Curricula and the Scheme

For many vears curricula focusinp on social science krovledpe have
been dominant, "extboova, as noted earlier, are summaries of contennorarv
scholarship, 1.e., encyclonedias or social science knowledre, Howaver,
few of the rational social studies projects have as their primary aim the
mastery of sociel science knowledre,

One nroject that does focus on knovledpe is the Georesia Anthropolosy
Curriculum Project. Thie commitment to knowledee {8 reflected in several

M A B NSe I el P LS Bt b @~

1. Additional exampl es involvlng the distinetion between descriotive
and prescriptive 1ssues are q1Ven in Cases and ContrOVersx. .
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of the "fundamental assumptions" made by project personnel:

.

Published texts and curricular guides conform to a
restricted view of children's interests and do not
regard the social studies as a svstematic vehicle
for conveving knowledpe...

The suhject matter of the social sciences provides
the materinls for building an elementary social
studies program, hoth from the standvoint of
content and. methodology...

A subject matter organization concentrates on
the school task of the diffusion of knovledge. ..

The experimental units created for elementary schonl stress anthropolorical
knowledge, especially concepts from that discipline, and the evaluation
conducted by the staff and by doctoral students emphasized the mastery
of anthropological knowledge.3

Andthér project thaﬁ focuses on social sefence content i{a the
Flementary School Eéonomies Program at the University of Chieago. The
project has developed student materials and teacher Puides for units to
be used in grades four through six. The purpose of the’unita {8 to have
students "comprehend, utilize, and retain basic economic coneepts.“h

The objeetiyes in the daily lesson»plana indicate that considerahble
~attention is given to the comprehension of bhasic eéncepts. Several

L I N P R R T = S W

( 2. Magaon J. Rice, "Premises of the Anthropolopy Curriculum Project
Elementary)” in A Panel L_Report on_the Anthropology Curriculum Preject,
General Information Series. No. i, Anthropolony Curriculum Project
(Athens: University of Georgia, 1065). 1.2,

3. Marion J. Rice, "Rvaluation in the Anthropolony Curriculum
Project," A paper read at the L8th annual meeting of the National Couneil
for the Social Studies, Washington, D. €., November, 1068, Ceneral Infor-
ration Series No. 6, Anthropology Currieulun Proieet (Athens: UniVeraitv
of Georgia. 1969).

lo. Baex,g, und _and Evaluation of the Rlementary Schoo; Econoni ¢
gro u rndusum Reuuons Cent "‘(chxeaeo: The Univeroity of Chicero,
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tyvpical objectives from fourth and fifth érades are listed helow:

To develop in students an understanding of: (1) The priority
of human wants and (2) The characteristics of human wants....

To develop in students an understanding of: (1) What money
is and (2) How money functions as a medium of exchange....

To develop in students an ﬁnderstanding of how production
marketinpg, and consumption are related. ’

Practical applications of £hé ecqnomic concents are introduced in the
sixth grade units. |
‘ Both the Elementarv Schoo] Feconomies Program and the Anthropolorv

. ‘Curriculum ProJect stress gbe learning of social science concepts.
‘Typical concepts in the anfhropology éoﬁrse are participant bhsérvation,
role, enculturation, hhbitation site, artifacts surplus. orpanic
material. Scarcitv, wants, money, price. demand. marketing are repre-
sentative concepts included in the economics course.

The economics and anthropology courses also contain facts and
geheralizations but ;ot nearly ss many of them as does the normal text=
hook. Yet tex£s are classified in the same catepory, social science
knowledpe, as are these two courses. This catepory, cbnsequently. is a
broad catepory, one thgt includes a vﬁriety of forms of social science

T knovledre, f.e., fac;s. concepts, zenera{izaiions, theories, The
catenory mayAin fact be too broad; the only characteristic that the
varioué forms of knoriedge seem to share is tha£ they are the nroducts
of soecial science 1nves£igation.

Teaéhere, as a vhole, have preferred curriculs that emphasize the
study of social science knoﬁiedge. The reaéons for this predisposition
nre easy to discorer; Teachers usually receive an education that focuses

on knovledge; social science courses in eollege penerally avoid ethieal
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concerns and rarely involve students‘in social science inQuiry. Another
factor is the widely held view'that education should be concerned ori-
marily with the transmission of knowledge‘to youg people, |

Yet, most of the new proJects have rejected an emphasis on social
science knowledge. Many of these projects have tnrned to social science
inauiry as the rost aphropriate foeal noint for soecial studies education.
Although these projecte do noe eiimfnate the teachinr of social science

knowledge, their statements of purpose>do nlace more emphasis on inauiry

. than oh knowledrr,e.5

The sociology course, Inquiries in Sociolosy, being created bhy

‘Sociolopical Reéources for the Social Studies is an example of an

emnhasis on social science 1nquiry.6 In this hiﬁh school course
students are to learn both sociological knovledue and techniques of
sociolonrical inquiry. The former includee such topjcs as socialization,
stratifieation, and devianee vhile the latter refere to such techninues
as research desisn, experimental and control prouns, rank-order
correlation, 1hterpretation»of tagles.7 The deecriptien of the course,
hovever, places considerably more ehphasis on ieduirv than'on knowledpe.
One 1arpe section of a newsletter article is entitled "At the Root of
the Trouble: Asking Ouestions." In this section the authors note that

students rarely can pose pood questions and that a nurber of studies

L R R I N TR PSR T R R T )

5. It is important to distinpuish hetween the stated fntentions of
a curriculum developer and the intentions implieit in the materials created
for studentq- atated 1ntentions are not necessarily carried out in practice.

6 Soefolopieal Resoureea for Soctal Studies is also preparine a
gseries of brief, self—contalned units (ealled “enisodes") on tonies or
subfieldq of sociolopv.,

7. {‘»oeio.logieql Qesour 8 for th

. asé e

g e
(Ann Arbor: American Soelolopieal Aseoel

gpei fitudfes qu;etgeg. Ho. 6
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{ndicate that more learning occurs when students do assume an active,
queqtioning posture. Considering thiq evidence we decided to plive
students actual experience with the work of sociolopists, retuirinp
them to pursue questions and manipulate data for themselves."8

Tne High School Geography Project also seems to stress inquiry
more than knowledge. Geographical knowledge is taught, but it is
seen as the means to bringing the excitement and reality of geopraphyv
into the classroom."Students are to behave like geographers:
, Professionai‘;eogrEphers are doing impcrtant things
! in industry and government. They are helping to plan

new cities and to reduild old ones...Ceographers are

among those who are wrestling with world-wide erises of

of population and food supply, with political boundaries

and cultural conflicts, too.

; In the classroom, students using the new materials

experience gome of this reality by being city planners,

executives of a corporation, or representatives of a make

~ belleve state...The students are doing and thinking.

The ultimate goal of the High School Geography Project can be deseribed
as giving the student "ways of investigeting the vorld and ways of
organizing knowledge about the world that vill be useful all through
his future years...." 10

Another effort that emphaeizes inquirv is that of the Committee
on the Study of History, commonly knovn as the "Arherst Project.“ Tre

A, SRSS Newsletter, No. 6, D. ?.‘

9, "™Mme Hiph School Geography ProJect " four page mimeopraphed
statement (Association of American Geopraphers, 19 61), 2.

10. Janes M. Becker. "The Current ‘Revolution’ in the SOcial Studies.”
Intercom, 9 (September-Octoher, 1067), ho.hl.
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Amherst ProJect is concerned with the implications, for the study of
historv, of what has been celled "discoverv learning. Discovery
learning, according to Richard Brown who directs the project, rests -
on the hvpothesis that the student learns best as an active inquirer‘
rather than as a recipient of ansvers to questions formulated by
others. To be engaged in discovery learning, therefore, means that
"the way the scholar learns may be & useful model for all learning,
including that which goes on in a classroom."1

Sociological Resources foi the Social Stndies,‘the High School
Geography Project, and the Amherst Project involve {nquiry in only one
of the disciplines. Other national projects stress inquiry,bbut combine
seVeral disciplines into a multiple-Vear curriculum. The Carnepie-Mellon
Universitv ProJect is an example of an integrated curriculun which appears
to place more emphasis on inquiry than on knowledpe. The Carnegie-Mellon
Project is‘integrated in the sense that the inquiry skills are |
sequentinlly developed and the four ﬁear curriculum drave upon knonledge
from several of the social sciences.l2 The emphasis on inquifv is
evident in the rationale vritten to accompany an adaptation of the
materials published by Holt Rinehart and Hinston:

Ctamming facts and gpeneralizations from a textbook into

" his head cannot meet the challenge of the knowledme explosion.
Unless a student can inquire independently of the questions

vhich teachers use to cue him, he 18 not equipped to be an
independent thlnker and a responsible citizen of a demoeracv....

A B SL BRI BAN BN BS BESa AN -

Bh’ 1. “Richard Brovn Repliea.“ Social Education, XXX1 (November. 1067),
§8h,

12. Politieal seience (erede 9), economiea (prade 9), history
(gradea 10 & 11) behavloral aclences (grade 12) nnd humanities (grade
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Because no one knows what problems will be paramount

" in the society ten or twenty years hence, we believe
that the ability to use the tools of inouiry is the
best possible preparation for citizenshin.13

Morcover, even when Fenton speaks of knowledre to be learned hv

students, hg often defends it on the basis that this knowledre is

essential to the productive use of the mode of inouiry by the students.lh

Another curriculum which interrates the sccial sciences and
purports to emphasize social science inauiry 15 the three-year seauence
develonéd by the Sociai Science Curriculum Studv Center at the Univeréity
of Illinois., The Iilinois Projfect, difected by Flla leppert, focuses
“on teaching "those concepts that are essential to understandine the
structure of man's sdcial order and how this socisl order relates to the
{ndfvidual in his own and in other cultures inuttme and place.";5 The
cbncépis tha; have been selected for "durabiiity and universality" are:
socialization, economic conétraiht, political power, culture. cultural
change. An emphasis on inquiry is to gcéompany the teachine of the

five concents:

In the process of learning to view new cultures in terms
of the institutional arrangements that their memhers have
develoned to cope with the versistent problems of ecoromin
constraint., nolitical nowver, and socializetion, and in
terms of chanmes that take place within cultures, a
conscious effort is made to enpape the student in the
process of social inquiry. Learning exveriences provide
opvortunity for students in each of the senuential courses
to learn to use the er}teria and to develop the attitudes
of esocial ocientists.l”
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'13. Tdwin Fenton, .___v_e‘Lqrg‘irm_@ New Curriculun: A P t_i‘op%}(‘e for the
] -7 [}

o1t Social Studies Currfeulum (olt, Rinehart and Vinston. Y, £, 15,

Pyl

1h, Fenton, Sationale, 15-1%,
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15. Flla c. lepvert and Poland ¥, Pavette, Projest Pationale, foeial
Gelence Currlewlun Ctudy Center (University of 11Vinois, fune, 16¢7), 2.

16, tleopert and Payetté. Project Rationale. 3.
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In addition to inquiring as social scientists, students’aré to leaimn
to.resnohd "witﬁ a sense of feelins, with a sense of value, and vith a
depree of acceptance or relection to’the human condition,'17

Valuing and feelins appear to be secondary objectives for the
Titinois Project. For a small numbar of rrojects, value inaniry anvears
to re the focus for a nortion of A nourse or, in a feé caseg, for the

entire course. . Part of the Folt propram 1as a value innuiry orientation:

_ "mpradition and Chanpe in Four Soeleties" and "Humanities in ™ree Cities"

fall into this catepory.ln Another propram that focuses on value inauiry
is =000 12, a twelfth-prade oné—séméﬁtef economicas course developed af
Oan Jose State Collepe. 1In this course atudentsllearn economic analysis
in order to depl more intellipently with‘value questions that 1n£erest
them., Specifically, students are to use "economic kpowleéze end reason=-
ing to analyze puhlic policy controversy and to make personal economic

decisions hased on an understanding of the options available...in this

nlQ

economyv,

Roth the FCON 17 course and the portions of the Holt progran dealiny
with values are orimarily concerned with using social science knovledre
and inauiry to analvze value-laden sitﬁations. With the exception of

the Tolt course "Humanities in Three Cities,” the students are not ashed
t.o develop and defend positions on value issues., ECON 17 and most of
the llolt Bocinl Studies Curriculum have the restricted aim of sivine

students experience in analyzing value issues.

17. lLevpvrert and Pavette, Project Rationale, 3.
18, FdAvin Fenton, Developing a Mew Curriculum, 5-G.

10, A Summary Nescrintion of the FCON 12 Teaching System, Tieonom
Fducation Center (San Jose: San Jose State Colleme, 1068}, 1.
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The Harvard Social Studies Project is one project that does
involve students in takineg positions on value {isrues and defendinn
these nositions:

The model citizen is one whe, in the manner of an

intellirent jJournalist, enrapes in dialopue with others

in an attempt to reach positions on controversial nublic

issues, The function of dialogue is to Drovide clarifi-

cation, allow for the Jjustification of one's vosition,

end to rain connizance of nositions and Justifications

other than one's own,?

Although analysis or clarification is one element of the dialorue
on vublic issues, the dialogue is also concerned with cormitment to a
position and the Justification for that commitment.

A project with en orientatfon similar to that of the Harvard
Project i3 the Elementary School Soéial Seience Curriculum at Washington

University. The defelopers of this cufriculum pronose to:

1. Provide students with an understending of democratic
principles, institutions, and procecsses

2. Develop in students the analytical strategies for
dealing with social and political controversy

3. DevelOp'a concern and interest among students in ,
public poliecy issugs thgt face communities and the nation.?!

‘These objJectives are hasic to the curriculum authors' concept of

citizenshiv education, i.e., "that education which makes it more lvely

that students will possess the knowledrpe, intellectual skill)s, and

~commitment which will serve them as resronsible individuals in a free -

society,"2e

e e m e e Rk - —

2n. Hewmann, "The Analysis of Publiec Controversy," k23, A detailed
explanation of the Harvard ProJect rationsle is contained in: Tonald
W. Oliver and James P. Shaver, Teaching Public Issues in _the Hiah Cchool
(Boston: Houghton Mifflin, 1966). ,

2l. Project abstract, Metropolitan St. Louis Soeisl Gtudies Center

{5t. Louis: Washington University, n.d.), 1

22, Harold Berlak and Timothy Tomlinson, The Development of a Model for
the Metropolitan St. Louis Social Studies Center, A Final Peport to the IL.0.
Office of Tducation, Bureau of Research, for Project No. Z-nnh, Chavters T1I

and IV of the final report outline the project's goals, content, procedures,
anAd atndent. materials.
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The Washington University Flementary Project, aé the Harvard
Project: does take students bheyond analysis into the area of commitment.
lowever, neither of them go the next step, having students take action
on the hasis of their commitments. One of the men associated with the
Harvard Project has stated explicitly that the Har?ard Project is not
necessarily intended to develop "motives toward and competence in
volitical action.h23 The Washington University Elementafy Project
developers stress ﬁnalysis and commitment: they do not advocate having
yoﬁngsters take action related to their :bmmitments.

At this point i1 would’be useful to return to the.original scheme
of the four kinds of content and relaté various prddects to that scheme.
The four types of content are: pf&cedﬁfes for making rational value
Judpments, value judgments of a reference groﬁp, ways of ébcial science
thinking, and social science knowledée. The last catégofy, s§cia1‘
science knowledge, has been largely ignored by the national projects;
texthooks dominate this category. The proJects are much more concerned
with the two kinds of inquiry. Figure V is an elahoration of these t#o
categories and attempt §p classif& several of the projects in the expanded
scheme. As 6ne examines the scheme in Figure V, two factors should be
képt in mind. One is that the ca@egorization is based on the stated aims
of the various projlects; the aims embedded in the actual materials
produced by the projects may he different. The othér factor is that the
perects do not fall neatly into the system of cateéories. At least in
one case, the ilolt Curricplum, the author considered it necessary to have

[ L

23. Newmann, "The Analysis of Public Controversy," h23.
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Figure V
Elahoration of the Inauiry Catepories
Process (inouiry)

™~

Ways of Social Science

s Thinking X/ ;. Value Judprments
‘/, ] y)l \‘l/
Sinple discivline Several discinline. Analvsis Analvsis and
‘ Commitment

Sociological ' ‘ lHarvard
Resources, I11inois Project - FCON 12 Wachington
Geography Project, Holt(Carnegie-Mellon) Holt{Carnegie-
Ainherst Project _ Mellon)

a dual classification; in other casec classifications were made accordings

to vhat appeared to be the dominant stated aim of a particular bréject.
None of the projects féviewed by the aﬁthor Séém to be interested

in the fourth kind of content: value judements of a feferencé Zroup,

In fact’the reaction to this approach found'in_a Newslétter from the

Sociological Resources for the Social Studies is characteristic of fhe

disdain that many national projebt authors feel for what 1s often termed

indoctrinat;on:

-

as the erotic and deviant--or go out of husiness., The
parents of one student, however, protested the way our
course encouraged the temerity to question. They suceeded
in stopping the course where it was being given a trial run
in a university town. By teaching the young how to
question, the course was subverting American institutions,
On the whole, we're rather pleased with that reaction, not
hecause we want to subvert our institutions, but because

it is very rewarding to rekindle a passion for inquiry
likely to have bﬁen suppressed through ten prades of disciplined
indoctrination,?

F e e e c e . . —e e m—e——

‘24, SRSS Newsletter, No. 6, 2.
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Procedures for Makine Rationsl

kctior

None



V. A MODRL WOR CURRTCULAR DFCISION MAKING

Without doubt, the national projects are creating a wvide variety
of cﬁrriculum materials, ©Oome of these materials are commercially
availablé; others will he published in the next vear or two.

As more and more nevw materials are published, each school district
must seriously consider wheﬁher its course of study should be rénlaced
by one or-more of the new éocial studies curricula. Guidelines for
making such a décisidn are not devéloped in the initial chapters of this
paper; rathef, these éhapters deécribe the rénne of alternatives from
which e¢hoices can be madé; However, éeveral issues involved in choosinr
among curricula are discussed in the first fouf‘chaptérs. Chapter one,
for example, makes the point that criteria are needed to Jﬁdae whetﬁér
a curriculgr‘chaﬁge is en improvement while the second chanter indicates
that the commonly ﬁsed criﬁériﬁ are insufficent. Chapter thrée argues
that social studies inétruction must have citizenshinp educﬁtion as its
ultimaﬁe'goal, although diffefent 1nstrumenta1 goals may be used to
-achievé that final goal.‘ Obviously, a cruecial noint‘ﬁs hbw one defines
citizenship edﬁéation.

Citizénship education is the startine point of the decision-maving
model described in the remaining chanters. The next chanter oﬁtlines an
approach to analyzine and choosing among varyving concepts of citizenship
Jeducation. That is, suggestions are piven to help phrase each cu?riculum's
-;oncept of citizenship educatidn in clear and simple terms: s strategy
for choosing among competing definitions of citizenship is also provided.
Another éleméﬁt of the model is currjéulum evaluation, i.e.; evidenc? of

the extent to which students mastefithe objectives derived from a varticular




35

concept of citizenship education, Stated simply, evaluation evidence
enswers the question of whether studenfs studying a curriculum learn
vhat they are supposed to learn. Fvaluation is the topiec of chapter
seven, ;

Chapter eight discusses a thifd part of the decision-mesking model:
validity of content, Content can be invaelid in at least two ways. The
content may include inaccurate soecial secience statements (factual errors
or false generalizations) or it may misrepresent the structure(s) of a
social scienée discipline. Fxamining validity of content is important
because it is quite possible for a curriculum to have a worthwhile concept
of citizenship, to be effective in realizing this cbncept, and vet to
contain majlor inaccuracies in content. |

Lgstly; prdblems related to implementing a hew curricuium must be
considered befofé making any decision to replace established ¢oﬁrses.

. Careful thought must BerniVen to such guesﬁions és fhe cost of a new
Eurriculum, tea¢her retraininﬁ needed for effective use of the new
materials, the reading level of the materials in relation to that of the

“students. Theéé and related issués are handled in chapter nine. o
TImplementation issues often are of particular significancé, especially
in districts tﬁat ﬁave iﬁadequate financi#l resources.

Fach of the four elements 6f the decision-making model raises issues
importantlfo fhe églection of a curriculum. An obvidus question is which
of the four - citizenship education, evhluation, validity of content,
jmplementation ~ is of primary importance. This question is‘crucial, for
it is unlikely that one curriculum will be superior in all four areas.
The comparativé importance of the foﬁr parts of thé‘model is discussed

in chapter ten.



VI. CURRICULAR INTENT

The reader's first reaction must be to ask what is "curricular intent"
and hov is it related to citizenship education. Curricular intent is easy
to define, but its relationship ﬁo citiienshin eudcation is so comnlex
as to require a full chapter of discu: sion.

The term ggxg}gglgxniggggg refers to that which the curriculum
writer vants students %o know, to feel, to be able to do. Curricular intént,
therefore, encompasses such traditional terms as objectives, pur@oses.

. aims, pgoals. A new term was chosen not only because it is comnrehénsive
*3 but also because it is free of thé negative connotations thét nany teachers
aésociate with the older tefmé. Teachers often feel that thinking aﬁout
ohjectives 18 a fruitless acti#ity and/or an exercise that fascinates
SuperVisors énd principais hut 1is not essential to successful teachine.
These negative reactions should e blunted by the use of a new ferm.l |
) '>Cﬁrricular intent (objecﬁiveslér goals 1f you prefer those terms)
ﬂis an appropriate staftina voint fof’the decisioanaking model because
intentions play a céntrél role in cufricﬁlum developmeht. One element

\6? curriculum development is the selection of content. This content, if

- Ll )

fe ,
t is to lead to the reslization of the curriculum's intents, must he

selected with these intents in mind. The dependency of content on intents

is so obvious that no examples are required to illustrate this conncetion.

1. The terms - poals, aims, objectives, rurroses - are used occasionally,
in part to break the monotony of using only the term intent but also at tires
when one of the conventional terms would convey the meaning more clearly thon
would intent. : ‘
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It is also impdrtant that teaching strategies (i.e., téchniaues used
by the téacher to present the content to youngsters) he appropriate to
the curriculsr intent. For example, if the intent is to have students
learn the major interpretations of the impact of frontier 1ife on American
values, then lecturing or having the atudenta read‘historians‘ accounts
is prohably more effective than some form of discovery learning., Conversely,
if the intent is to teach s;udents howvto crificaiiy andlyze an historian's
interpretation, theu exposition (e.r., 1e¢tur1ng) is not enowh. A
teachér can use exposi?ion to explaih various processeé for e&alﬁatinn
an interpretation, but ﬁ;derstanding these processes and heing ahle to
ﬁse-them successfully are not hecessarily the same., Practice in applving
these processes to historical interpretations is a strategv central to
the accomplishment of the hasic intent: critical analysis. Tﬁis examnle
concerniné the analysis of interpfetatiOns‘énd thé‘earlier one involving>
the mastery of interpretations illustrate that thé selection of teaching
étrategies is dgpendent on the character of the curricular 1ntent.2,

;‘;It is noﬁ'appropriﬁte‘to prbbose a technique for analyvzing curricular
ihtent. Such an analyvsis mayv be done in thrée phases. First, ﬁhe infent
should he clarified so that its meaning is clear to a curriculum consumer.
Secondly, the intent needs to be 1ozically aéalyzed tg see if it is
cbnsis£ént both internally and with other curriculum factors such as
teaching strategies ;nd teéchiﬁg materials. And lastly, thé intent of
a ;urficuluﬁ\has to he measured agéinst thé intent of = particular'
teacher and/or school district. The three phgses, discussed separately,

2. M excellent discussion of the relationship hetween teaching
strategies and objJectives is contained in the third chapter of Fdwin
Fenton's The New Social Studies (¥olt, Rinehart and Winston, 1967},

Q  2R-5R, See especianlly Section IIT of chapter three.
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are related when possible to citizenship education. For each phase,
snecifié questions are suggested to heln the curriculum consumer sather
relevant dafa.
Clarification of Curricular Inteny

In a few cases ciarification of curricular intent may involve nothing
more than examining a carefully written statement of general oblectives
or couréé éoa;s. But in many instances tﬁeée statements contain ambiguous

terms, e.”., & student should become an "independent thinker' or a student

should become familiar with the "Western Heritage." In other instances

thé meneral objectives or goals aré'no£ evéh stated: thev must be inferrad
from the curriculum materials. |

In ordér to make accurate inferences and to add precision tb existing
explicit §tatem§3ts, fhe author has found it useful to‘pose the ngestion:
What kind of an individuglydoes 8 qurriculum séek to develon? 'The
following excerpt illuéf;étes the éésults when fhis questidn‘is addressed
to iwo of the national proJects:

To ask the first question is to ask what a person should be able
to know, to feel, or to be able to do after he has finished a
curriculum,. For example, the Carnegie Institute of Technology
Project Social Studies material aims at teaching the student
how to use the mode of inquiry of the historian and socisl
scientist. The "mode of inquiry" as used by Fenton and Cood
aprarently means the approach of the historian and scientist
as they search for explanations by developing and testing
hypotheses. Although the Carnegie curriculum obviously
includes substantive or descriptive contents - that is, facts,
concevnts, and peneralizations - to be learned, the various
statements of intention which accompany the Carnegie Tech
nropgram place more emphasis on the student learninpg the mode
or modes of inquirv. WNote that we have heen careful to
distinguish between the stated intentions and the de facto
intentions. These are not necessarily the same.
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While the Carnegie vroject stresses the mode of inquiry
used hy social scientists, the Harvard Project Social Studies
material has as its primary intent the development of a
student who is ahle to analvze public policy issues., The
Harvard material is desipgned to teach students a process of
analyzing public issues and the substentive social science
knowledge which will helvp the student to understand the
issues. In the Harvard prolect the student is expected to
hecome skilled in challenging positions d4ifferent from his
own as well as in examining his own position on poliey
aquestions. The Harvard viewpoint is that value differences
are central to public policy issues; hence, clarification
of ethical issues must be central to the classroom discourse.-

Asking what type of indiQidual is to he created clarifies curricular
intent by placing the intent iﬁ conerete terms, i.e., the “ideal"
individual should bhe able to know or to do 8 n°rticular thing.

Viewed from another perqpective, an answer to the ideal individual
ouestion specifies what wag referred to earlier as the "ultimate outcome"
of a curriculum- This outcome for a social studies curriculum is a
definition of the terrﬂicitizenshiﬁ.h In other words, the ideal individual
question makes specific a cﬁrriculﬁm's concent of citizenship. One

reason that a specific statement of citizenship is valuable is that it

‘ esﬁablishes a eriterion for judging the effectiveness of a curriculum on

students.S
To this point the focus has been on snecifying the meaning of citizen-
ship. Certainly, understanding a curriculum developer's definition of

citizenship helps one decide whether to use a curricﬁlumf However, a

clear and precise definition of citizenship is only one type of data

neeQed to make an intelligent decision. The reasons for proposing a

- . B B e e e A e 8 e a——
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3. Berlak and Tom, "Toward Rational Curriculum Decieions," 23.
h. See Figure III on page 9 of Chapter III.

5. The role of evaluation in the decision-making model is discussed

| [:R\f: in the next chapter.
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particular definition of citizenshin also need to be scrutinized.
Examining the case for a concept of citizenship helps one cvaluate how
worthwhile the definition is.

To help clarify the reasoning hehind a‘ébncent of citizenshin
education, a second question is reouired: What“js the rationale (reasoned
argument ) for wanting to develop =» particuiar kind of individual? The
tefmiggiignglg is used hecause iﬁ condenseé iﬁto one word the phrase
"g case for a particular point of view." Td ask for a rationale is to
ask "why," why does the‘éurriculum writer want to create a specific kind
of individual.

Many diffgrent types of afguments can be éonstructe@ to defend the
creatibn of a particular type of individual, These arguments, however,
should share gt 1eéét one element: a concern for the societal framework
of éitiz;néhip eaucatioﬁ. anch pérson is pért of society;'and the
education seen aé desirable for him must take into account the context
iﬁ vhich he lives. vafhis sociai contexi is ipnored, then the term-
"giﬁlggpgpip_no longer has meaning, for the term implies that a relatiohshin
exists hetween an individual and one or more‘societies.Gﬁ

Some curricula are accompaﬁied h& # rationsle in ﬁhiéf the socinl
framevork is’a majér-portioh of the justification for the intent;‘in other
cases social context is not part of the rationale. A few hynothet{cal
examples may help illustrate the role of social gontext in a rationale.

Let us assume that a curriculum has the hasic inﬁeﬁt of hroviding vounesters
with a process for resolving social issues, and the emphasis on process is

6. A provocative discussion of the interaction among individual ideals,
social arranperments necessary to preserve these ideals, and social realities
is contained in Charles Beard, "The Problem of Snecific Mhjiectives," The
Nature of the Social Sciences, especially 17R-#h, '
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Justified on the rrounds that social conditions are cﬁanpinn 5o rapnidly
that we need to prenare vounpsters to handle vnroblems not fore:een today.
In this instance the sbcial coﬁ£ext, chanping social conditions, is a
major justification for the emnhasis on process, A second curriculum
proposdl may focus on meeting the needs of vouth and adulthood, ‘These
needs are defined in terms of family roles, leisure activities, public
responsiﬁilities, All of thésé categories are to some extent socially
defined, but the rationalé does not make clear the relationshin(s)
hetwveen the caterories and the social framework. A third curricuium is
aimed at instilling in students a desire to work for the realization of
the American dream for all people. Mo defense in terms or social context
is given for this position.

Judgiﬁg the adequacy of a rationale is’facilitatéd if the social
context is explicit: in the first exampnle it is exvlicit, in the second
less so, and in the third the social framework is implicit, i.e., unstated.

However, even when the social framework is unstated, certain assumvtions

- about SOcial context are implicit in a rationale. To make such assumptions

explicit the followiﬁg question can he asked: What assumptiohs concerning
society are hehind the conception of the ideal individual?

This question, if it is to be really useful, should helo make explicit &H..
the social framework in the third hypo;hetical example. In that example S
the ideal individual is'the one who would work to reaiize the American

dream for all peonle. What assumptions concerning society are hehind this AS“Q

vosition? One assumption is that society at the present time does not
provide every verson with an opportunity to realize the American dream.

This assumntion is empirical hecause it concerns what American society ;ﬁi

B e L e - P ] . e e C e ——————————— 1
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is like. A second assumption is that equality of onportunity is a
worthwhile goal: this assumption is normative, for it refers to a
state of affairs that the curriculum developer feels should bhe.

If one must infer the social context, then the rationale cannot
contain a defense of that framework. However, in the few cases when
the social framework is expiiéit,T two other clarification questions
can be asked reparding the empiriecal and normative statements contained
in the framework. First, what evidence is cited to support the empirical
statement in the framework? Secondly, in what ways are the normative
statements in the framework defended?

If the social framework had been explicit in the "American dream"
example, then we could expect evidence to subportythe emnirical assumntion
that equal opportunity does rot exist., This assumption, nerhaps hetter
called a statement since it 1is explieit, is a factual cleim., Only if
evidence is present can the curricuwlum consumer decide whether the claim
is supported adequately to be accepted. Similarly. the worth of eauality
of ovportunity needs to be defended. That is, what arguments does the
curriculum developer* introduce to illustrate that eaual opportunity is
a desirable goal? A normative statement cannot he "proven" in the same
sense as can an empirical statement, bhut reasons for ovroposine a norma-
tive staterent can be introduéed.

As noted earlier, most curricula have implicit coeial framevorks.

’n such cases the nuestions concernine emnirieal and normative staterents

-s

are not anplicable., All that can be done ig to brine to lirht the

“BA Ls M e sa Ll s0 St s assa.

7. The only national project that has a detalled, exelieit social
framework in its rationale 1s the Harvard Soefal Studiea Projfect, A
carefully arrued article that foouses on social framewor? is Monald W.
0liver, "The Selection of Content in the Social Studies,” Harvard Tducational
Review, 2T (Fall, 1957), 271-300: see ~.pecially vages 283-07, fThe article
is a model of how social frameverk, containing bhoth empirical and normative
staterents, can lead to the formulation of a particular intent,
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assunptions concerning society that are behind the concept of citizenship.
If the curriculum consurer must devend upon asswrptions rather than state-
ments, several problems are created for him.

One prodlen is that a curriculum developer who has not made clear
the social context for his curriculum may not have thourht atout how the
curriculun relates to contemporary American society. Moreover, a care-
ful review of the social framework underlying a concept of citizenshin
may lead a curriéulum developer to alter his concepntion. An examnle may
help illustrate this relationship hetween careful consideration of the
social context and citizenshin education. Assume that a curriculum is
aimed at facilitating the solution of social issues by training indfvidusals
to develop rational positions on these issues. A cursory examination of
American society {ndicates that few of the political processes are
"rational"; political decisions are often the result of historical accidents,
bribery,the application of pressure hy powerful grouns, rather than the
product of thorough discussion of the merita of an issue. At best rationgl
discussion may be seen as a way of mitipating the impaet of non-rational
(or irrational) political processes. Rather than teaching procedures
for rational discussion as & means of "solvine" social issues verhans
schools should offer instruction in techniques for forming interest proups
or even in guerrilla tacties. In this example careful conaideration
of the socinl context (the vrocesses by which decisions are made) may lead
to refornulatine Jhe oririnal concent of eitizenshin (developing individuals

who can rationally diseuss issues).8

.
B s EM s AnsLdsnsassemsaanms

8. 1In this example an empiriecal condition {the rationality of politiecal
decisfons) is examined: to do a thoroush foh of this investisation would
require a more intensive study of relevant evidence. Such & studv is
called for by the question mentioned earlier: Wwhat evidence is cited to
supnort empirical statements?
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Another important reason for having explieit social frameworks is
that their presence challenges the curriculum consumer to carefully
consider curricular positions at variaﬁce with his own position.

Certainly, a consumer is predisposed to favor conceptions of citizen-
ship similar to his own, but many will respond to a well-reasoned

case explaining the social context behind a different conception. The
surest way to make curricular selection nothing more than the matching
of the developers' und consumers' preferences is to have no defenses of
the various conceptions of citizenship education.

Although other arguments could be developed for making social
frameworks explicit, these two are prodbably sufficient to {llustrate
that explicitness is desirahle. An explicit social context should
encourage a curriculum comsuﬁer to consider citizenship rositions different
from his own. Making the framework explicit may also force the curriculum
developer to reconsider his concept of citizenship education.

To surmarize, if social framework is explicit, then the followina
nquestions can be asked: (1) What evidence is ecited te support the empirical
statements in the framework? and (2) In what vavs ere the normative
statements in the framework defended? Of course, if the socinl framework
is implicit, then this question is appropriate: What assmptions concerninre
society are behind the conception of the ideal fndfvidual? All three of
these questions can he subsumed under the reneral auestion: Wiat is the
rationale (rensoned argument) for wanting to develop a particular ¥ind
of individual?

The other analytical ouestion dealt with in this chapter is: What
kiﬁd of an individual does a curriculum seek to developt”® Both this

BB S SR Bt B Bl Bl B & W G,

9. GSee the appendix for a complete listing of the nuestions contained
in the decision-making model.
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auestion concerning the ideal individual and the other analytical questions
involving social context are designed to clarify the intent of a curriculum
and the justification for that intent. Of course, in many cases one will
discover that the int;nt is vague and/or not justified in terms of a social
framework.

Torical Analysis of Curricular Intents, Teaching Strategies, and Materinls

-

But let us assume that, at the very least, the clarification nuestions
vield a concent of citizenship education that is reasonably clear. Obrviously,
clarification is onlv the first sten 1in analvsis of intent. It is also
useful to do several tymes of analvsis that are logmical in nature. Logical
analysis involves judeine the internal consistency of the intent, evaluating
the consistency of the teaching stratepies and the student materials with
the intent, and estimating vhether the intent of the course ¢an be realized
in the avails-1e tire,

™he last consideration is the old prohlem of whether a course (or a
unft o= » lcxean) {s tryvine to achieve too much too fast. Stated in more
posftive terms, the question hecomes: To what extent can tﬁe intents of
a course de accomplished in the available time? Usually teachers can
accurately »~¥¢ this tvpe of judrment for lessons or for units, but they
often have tor nany intents for a course. For example, it 18 not uncommon
for a ¥orld L . rv course of studv to assert that at the end of one
vear a atudent vill: bhe famidiar with the evolution of a variety of
eivilizations, be committed to the values that constitute the Heatern
heritare, develor a sense of historical nersvective, and be nrofielent

in three or four a%ilis fnvolvine the evaluation of data.
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One cannot helwp hut suspect that there are too many intents: the
course of study lacks focus. What is likely is that euch of these intents
would he realized in part, but none of them to the voint of inasterv. ‘

This partial attainment of a variety of intents may be seen as
desirable, if one is concerned about breadth of coverage. However, a

diffuse purpose raises another issue in addition to that of focus. '"The

trouhle with many of our eclectics," writes Lawrence Metcalf, "is that

they have not included consistency as one of their vhilosonhieal criterisa.

A careful reading of thelir stated purnogses leaves one with the feeling

that they are not really for anything st all, since their lists of impeccable

purposes are shot through with contradictory and incomvatidle destinations."10
To illustrate contradictory objectives, three basic objectives from a

"communism" course are quoted below:

To build an academically sound understanding of communism - - its history,
its ideolopy, its methods, and its goals. Building a ¢lear understandine
of the true facts ahout communism, apainst a similarly 1uecid and

true background in the democratic system and tradition, should nrove

to be the hest approach for the preservation of our way of l1ife. Sueh

an approach will dramatically, vet soundly, make evident the

incomparable superiority of the Western democratic tradition....

To teach the student to draw his own conclusions after carefully
studving and evaluating the differences existing hetween communist
and democratic syatems. To think critically and to he nroficient in
the art of problem-solving are indispensable ohjectives of the soeial
studies. The validity and necessity of such ohjectives should bhe
held foremost in mind as requirements in learnine about cormunism....

Mo prepare the student to read, think, listen, and snea¥ with calm
but accurate discrimination in order that he may not fall nrey to

. insidious nropasanda. A thoroupgh, vet eritieal, underatanding of
communism should enable youth tg avoid the vitfalls of this stronre
and suhtle cormmunist technique. 1
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10, Tlavrence Metealf, "Some Cuidelines for Chanping Social Studies Education,
Social Fducation, XXVII (April, 1963), 198,

11. From "Objectives of the Program," Sugpestions for Teaching Atout

© . Communism in the Public Migh Schools (Maleirh: State Department of butlie
Inastruection).
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The first objective stresses that a student should arrive at a particuler
conclusion (the superioritv of the Western democratic tradition) while
the second sugpests that a student should bhe free to draw his own
conclusions, It is not uncommon for one course ohjlective to emphasize
free thinking and another to specify one of the outcomes of "free'
thought. The inconsistency between the second and the third objectives is
more unusual., In this case, contradictory ways of thinking are proposed.
The second objective, as noted earlier, states that a student should be
ercouraged to draw his own conclusions; however, objective three notes
that the student must be guided 8o that he does not "fall prev to
insidious propaganda.” The third objlective cohcludes with the idea that
the "pitfalls" of oiopaganda can be avoided if the course emphasizeg "a
thorough, yet critical (emphasis added), understanding of communism."
In other words, if we emphasize the bad points about communism (our
nropaganda?), wve can neutralize their propaganda. Clearly these circum-
stances do not permit a student “"to drav his own conclusions after carefully
studying and evaluating the differences."

Other inconsistences of intent can exist besides contradictions at
the mest general level of ;ntent. i.e., course intents. Inconsistency may,
and often does, exist betveen course intents and intents established for
day-hy-day instruction. This type of inconsistency may either involve
conflicting intents, as in the communisnm course, or general intents that
are not implemented throupch daily instruction. Sinee an example of intents
in confliet has already been piven, the present discussion will concentrate

on inconsisteney relate. to omission.
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Frequently e glowing promises made in the course intents are for-
gotten at the level of daily intentions. A general intent, for example,
might be that a course is to encou}aze each student to develcv his own
set of values. Yet the daily intentions focus largely, or perhavs entirely,
on knowledge rather than on normative concerns. That 15, the student‘nés
little opportunity to study or discuss torics involving values. Or a
course intent may be that}a‘student is to learn sociolopizal concepts and
generalizations: however, daily instruction emphasizes the lcarning of
great quantities of very specific data, i.e., facts. Mastering concepnts
aﬂd peneralizations is a course intent that is not implemented throurh
the daily intents. £

So far vwe have referred to two tynes of inconsistency: internal
inconsistency at the level of general intent and i{nconsistency between
general intent and specific intent. Both types of incompatihility can
be exposed by a simple question: Are the intents of a co;rse hoth internally
consistent and implemented through the daily intentions? Yet inconsistency
can still be present even if the answer to hoth narts of this question is
ves. A )

A third type of potential inconsistency involves the relationship
betveen teaching materials (films, records, reading workhooks, ete.) and
curricular intent. The question is: Are the teaching materials appropriate
for achieving the deily and course intentions? FExamples of lack of harmonv
are common. An 1hqu1ry 6rien§ed>course may be daged on a textbook which
stresses ansvers rather than questions. A course, purported to be inteprated
social science, may have separate units on each of the soeial science

disciplines} Or the audio-visual component of a course may he tanpential,
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perhans irrelevant, to the intents of the course. In each of these examples
the teaching materials either do not help realize the curficular intents
or foster intents other than the stated ones.

Not only the materiéls but also the way the materials are used
{(i.e., teaching strategies) affect the extent po which a proposed intent
is achieved. While teaching materiAls need to be consistent with an intent;
teachine stratemies must he appronriate both to the intent and to the
materials. Farlier, examples were given to illuztrate the need for con-
sistency hetween teaching stratesies and intent.1? At this point it mieht
be useful to orovide several examples involving teachinm stratepies and
materials. Teachers freauently talk of adapting the teaching techninues
of the "nev social studies" to materials already in use. The result may
he an atterpt to use discovery leaming with texts that give all of the
ansvwers. Converselv, some of the new curricula that are desimed for
discoverv learning are mistaught by teachers who prevent their students
from doing oven-ended inquiry.

To expose inconsistency bhetween teaching stratepies and teachine
raterials a fourth lopgical énalysis question is required: Are the pronosed
teachine stratepies arpropriate both to the dafly intents and to the teachinr
materials? One problem in ansverine this question i3 that fev of the nev
curricula pive specific directions for usines their materials. In cases
vhere teachine strateries are not srecified, the curriculum consumer must
place more emphasis on analvzing the consistency hetween teaching materials
and intent.

R P . L R R T W S R e S N

12, See vage 37 of this chanter.
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Fipvre VI is Jesigned to summarize the relstionships represented by

the lorical analysis questions. The numbers in the fipure refer to the

nuestions listed at the bottom of fipure VI.

Figure VI
Intentions, Materials, and Strateries
Course Intenti Daily Intentions
—‘0‘5 ’0 0 :0
2 (‘o 0000
05 \\\ 2 /-—/ 0000

ono0

Teaching Materials

0000
00

0000
y .

‘I_'gg‘cl\j%p Stratepies
000

0000 .
0000

2. Are the intents of a course hoth {nternally consistent md Mplemgnted

throush the daily intentions?t «xM &
.\ ;!
3. Are the teaching materials appropriate for achieving the a.uv md
sourse intentiona? : ; _.‘-. zg*
b Are the proposed teaching stratepies approvriate hoth to the “datly
intents and to the teachine materialst s e ,:;Q i
.a«S,; St
The first question, not 1isted above, f8: To vhat extent can the’ intent of
}2 “s“‘ .

A course be accompliched f{n the avaflable timet

LR |
NP
B “‘!_
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As one analyzes a curriculum in terms of the four questions,'he
inevitablv makes predictions about the effectiveness of the curriculum.
For example, a course that has teaching strategies consistent +ith its
teaching materials is assumed to be more likely to accomplish its intents
than a curriculum lackine such consistency. Similarly, a curriculum
with inﬁernally consistent course intents is assumed to be moré effective
than one with inconsistent course intents., The rencral assumption beinﬁ
made is that consistency is more likelv to lead to realization of intents
than 1s inconsistency.

Another, verhaps a more reliahle, way to discover the effectiveness
of a curriculum with students is to examine the evaluation studies con-
ducted by the curriculum developers, Fvidence of student learnine from
such studies measures effectiveness more directly than does consistency
analysis hecause the latter entails the assumption that consistency leads
to the realirsation of intents, i.e., to student learning. Yet analyvzing
intentions, strategies, and materials is still an important element of
the decision-making model. Often curriculum evaluation is either not
done, or it is done in a haphazard way. Moreover, even if the evaluation
study 18 carefully desismed and carried out, it is hard to interpret the
simificance of the findines for educational nolicv-makine. The difficulty
of interpreting the meaning of evaluation findinps is discussed in the
chapter on evaluation: other problems related to evaluation are also
handled in that chapter.

Cyrricular, Intent: Makinp, Value Judpments
The firat two sections of this .chapter contain surpestions for

analvzing the elarity of curricular intent and its lopical relationshin
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to teaching materials and stratepies. DBoth tvpes of analysis are extremely
imvortant because they h¢1p differentiate precisely defined and carefully
develoned curricula from curricula vhiech are varue and inconsistent. Yet
focusine only on elarity and lorie probably will not enabie 8 curriculum
consumer to make a final selection among the available curricula. In

the end, one must also make a basic value judpment concerning the vurpose(s)
of social studies education (the definition of citizenshin education).

The role of value judpments in selecting a curriculum can he clarified
through an analogy. A problem commonly faced by a voter is what to do
vhen the candidate from his party is not as "well qualified" as is the
candidate from the other party. The other party's’candidate may he more
knowledgeable, have a more penetrating pgrasp of societal issues, or have
a more appropriate background for the contested office. Yet the candidate
from his party has positions on the fundamental issues that are similar
to the orientation of the voter. The voter's dilemma is whether he should:
1) support the candidate who shares his value commitments but who, for
one reason or gnother, appears to be less qualified for the office or ?)
sunport the candidate vho has a differing orientation but who is seen by
the voter as heinp better aqualified for the office.

Just as candidates can have varying value orientations so may
curricula. 1In the case of curricula, the differences are expressed throurh
varvinp concepts of citizenshin education. That curricula do have
contrastine concepts of eitiszenship education was noted earlier, hut the
differences vere not specified, although they are implied by Fipure IIT
{alternative social studies positions). Nov is an apnrropriate time to
examine these differences and to discuss their impact on the decision-making

process.
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At least three distinct conerntions of citizenship education are
held by teachers, administrators, and curriculum developers. These
conceptions can be summarized by the phrases: personal man, public man,
and scholarly man. Each type of man is defined by his particular set
of concerns. Personal man is a wise consumer ofvfhe products of our
economy, is satisfied with the vocation he has selected, has a rewardine
home 1ife, and has meaningful relationships with other people, On the
other hand public man is characterized by such activities as regular
voting, volunteer work in social service agencies, particiration in
groups (i{.e., political parties, intereat groups) concerned with social
issues, pathering information about public affairs by reading newspapers
and periodicals. The major difference hetween private and public man is
that the former is concerned with familial and vocational affairs while
the latter feels a strony need to participate in and improve his society.

Scholarly man attempts among other things to examine a human problem
or situation objectively, f.e., without letting his own commitments "eolor"
the analvsig; tries to develop an increasingly accurate understanding of
his own behavior; is famfiliar with social science eoncepté,ki.e., role,
deflation, culture, historical law: strives to keep informed of the
research findinegs in at least one discipline. Scholarly man, therefore,
fa different from both private and publie man, for the latter proups are
nrimarily concerned with narticivation while the former is concerned
hasically vith analysis and interpretation.13

L I I R N L W ¥

13. It is important to note the aualifications in this statement, llo
doubt analysis and interpretation are part of personal and pudlie man fust
, as scholarly man {s not entirely reroved from particination. But the
E T Aoninant concern of versonal and public man is participation vhile scholarly
,MEKV man {a larpely intereated in interpretation.

IText Provided by ERIC




The catepories of publie man and scholarly man can be redated to an
earlier scheme, Tigure ITI, which surmmarized the relationshine hetveen
tvre of social studies content, instrumental outcome, and wltimete ountcore.
The final outcome in that scheme is the phrase recponsible citizenshin

which can now be replaced by the terms puhlic man and scholarl: ran:

{imare VTI
Catepories of Citizenshin

Tyre of social studies content —> Instrumental Outcore -———=> lltimate Outcore

Social science knowledge —— Students' understanding of Scholarly man

(facts and generalizations) human behavior and - - (authority on the
institutions social sciences

Wars of social science Students' arility to Scholarly man

thinking (modes of inquiry) " "~=> think like a socfal 2 (investimator)
scientist

Procedures for making BN Students' ahility to . Public man

rational value judrments make rational value 7 (decision maker)
Judements

Value judrments of s . Y Students' cormitrment to  __ Public man

reference groun varticular value JYudements (nossessor of

moral truth)

For cither scholarly or public man, the two relevant tymes of content are
not necessarily stressed enually. The type of content to be empnhasir2d,
as well as the instrumental outéome to bhe sttained, depends on what asvects
of the ultimate outcome are szen as most imnortant.

The schema in Figure VIT does not include the third category: versonal
man. Yet versonal man is represented in manv sccial studies denartments
by such courses as: consumer economics, psychology with an emphasis on

14

personal adjustment, family living, driver education.

14. O0ften these courses are in other departments, e.g., home economics,
or attached to no department, e.g., driver education. 1In such cases the
school is taking the position that some area other than social studies has
the responsihility for develoving personal man.
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At the same time, hovever, many educators are critical of coursus
desirned to develop the prersonal man. The scholars who contrihuted to
Berelson's volume distinpuished between courses oriented toward versonal
nan and social science courses: to them soclal science courses with a
scholarly emphasis are more important, .15 Many schools do in fact relerate
personal. man courses to insignificant pcsitions in their nrograms of
studv. Often such courses are reserved for those "slow" students vho
cannot, it is felt, profit from regular social studies courses. Other
students aet in thene courses oriented tcoward the personal man because
they fail first semester mathematics or foreign lanpguage. Personal man
courses tend in practice to be the dumping grourd for students who fail
in other curriculum areas or who are not deemed bright enoush te take a
regular social studies course.16

One way to focus the attention of the curriculum consumer on the
value judement involved in defining citizenship is to pose the question:
Is the ideal individual provosed hy a curriculum closer to scholarly
ran or to public man? Applyving this question to a number of curricula
vields a cluster of public man curricula and another of scholarly man
curricula. Within each cluster, curricula may have intents of varyving
clarity and logical coherence. The existence of this disparity makes it
possible to rank curricula on a continum rangine from low clarity ani
logical coherence to high clarity and logical coherence. TFigure VIII

g & S

15. Berelson, "Introduction," he Social Siudies and the Social Seiences,T.

16. Possible exception to this generalization is driver training whieh
is usually taken by most secondary school students. Illowever, this course
is not usually associnted with socinl studies devartments. The caterory of
personal man is not inecluded in this naper, althoush the raeader, if he
chooses, can easily make rersonal man nart of the decision-making model.
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illustrates a hypothetical orderi:ny of curricula, vith one continuwm for

public men curricula and another for schnlarlv msn curricula.

Fipure VIII

High in clarity and Migh in clarity and
logical cohcrence lopical corererce
> -
Cusriculum Y -~
Surriculum X /i;

-

i

7o Currfculum B,

{ A

Curriculum 7 :;:Ao Curriculum A 7» e
78\

Io¥ in clarity and " Low_in elarity and

logical coherence lopical coherence

In Fifpure VIII curricula 7, A, and B each ranl- low in terms of the clarity
of intent and the lopical coherence of intent, teachines stratepies, and
teaching materials: curricula X and Y rank high on the same criteria.

If the consumer and/or his district place a rremium on the development
of scholarly man, then they would probably choose Curricuvlum ¥ or Curriculum
Y. However, if they value the develompment of opublic man, then thev are in
a dilemma similar to that noted earlier in the voter exarple. Shouled
preference be given to either curriculum A or B, each of which lacks
coherence and clarity but has a citizenship orientation similar to their
aim? Or should they sei@ct Curriculum X or Y, each of which is "better
qualified”" in that hoth are carefully defined and developed but differ
from the consumers'orientatior? This dilemma is the focus of the second

analvtical question in this section of the chanter: Which factor is given

preference when one must choose between: an intent, unclear and inconsistent,

hut compatible with his own and a clear and coherent intent representing

an orientation differing from his own?
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Although there is no easyv answer to this dilemma, acknowledgina its
existence does illustrate why another commonly-asked aquestion is often
a false issue. The question is: Is one curriculum more effective than
another? To compare the effectiveness of curricula, or of anv products,
reauires that thev have a commecn purpose, {onsequently, one cannot
compare the effectiveness of a public man curriculum with a curricwlum
that has a different concept of citizenshivn. QOccasionally curricula that
do not have a common nurvose are measured by a single standard. For
exanple, a public man curriculum may be compared to a texthook in terms
of subject matter mastery. Such a comparison certainly can be mare, but
the real aquestion for = public man curriculum is how well it fulfills its
own bcsic intents, not how well it reaches the intentions central to
another approach.

Tn the end one must choose between public man and scltolarly man
curricula. This choice is complicated if curricula representing the
preferred orientation are less clear and logically consistent than
curricula from the othar orientation,

The author would like to provide further pguidance to the teacher(s)
who must select one concept of citizenship over another, Rut he has not
heen able to work out a systematic approach that goes beyond the
auestions relating to clarification of irntent and logical analvsis of
inteni:, stratepies, and materials. All that can be done at this point
is to sugrest several problems a teacher mav face in selecting a citizen-
ship concept.

One obvious problem is that the teacher may have preferences different

from the official policy of his department, his school building, or his

ERIC
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school distriet. In some cases there 3s no staterment of philosonhy for

a department or a district: in other instances the prhilosophyv, if

present, may be a collection of generalities whose imrlicetions are not
clear. But the teacher usually must use materials that are adonted by

his department or district, possibly from a list of texts anproved bv a
state bosrd of education. Since any set of materials has an imnlicit
rhilesophy, not beinpg ahle to choose one's materials results in philosonhy
heinre set at the department, school district, or state level.

¥rom an individual teacher's point of view, therefore, the entire
process deseribed in this paper mav apnear to he unrealistic. Tf indiv{dual
teachers do not have the freedom to choose materials, then curriculum
analysis, if {t is to lead tc mction, must he done by those rerbers of
the faculty and administration who are responsible for selecting materials.
To ask a teacher who is not responsihle for texthook selection to anslvze
curricula is to require him to enpape in an academic exercise.

Naving several teachers and/or administrators enpame in curriculum
analysis also has its danprers. A group of educators tends to have difficulty
in reachiny apreement on a definition of citizenship. lsually the outcores
of such deliherations is a compromise which either corhines most aspects
of the scholarly and public man approaches or contains unintellirihle
rmeneralities. Such results do not nrovide a concrete basis for chroosine
among, alternative curricula. Curriculum analysis that results in
comnromise is nerhaps vorse than no curriculum analvcis at all.

The difficulty that teachers can have in reaching apgreement on a
concept of citizenship is a serious nractical nrohlem. Another vrectical

problem with currizilum analysis is the lack of clearly written articles
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on the strenrths and weaknesses of the avprcaches labeled public man
and scholarly man. The remainder of this chanter discusses several
books end articles that the guthor has found useful in thinking about
these two appronches.

Those who emphasize the scholarly man have in recent years emphasized
the concent of structure of the discinlines. The classic statement of
the structuralist aprroach is The Process of Tducation by Jerome Bruner.
Bruner writes in a stvle that is easyv to read, thouph at times the meanine
of his nosition is not clear hecause he fails to give enough examnles to
illustrate his eeneral statements. A more vprecise, thourh difficult to
read, statement of the structure of the discivlines approach is that of
Josenh J. Schwab.lT  Schwab distinpuishes between substantive structure -
the network of vrinciples, peneralizations, and concepts central to each
discinline - and syntactical structures - the methodological processes
used to create the substantive struccures.

James P. Shaver and Nonald W. Oliver have written a critiaue of
the structure of the discinlines approach to curriculum development.lR
Another article hy Fred M. Newmann makes many of the same moints as do
Shaver and Oliver.lo Both of these articles are hrief and well arsued.

17. Joseph J. Schwab, "Structure of the Disciplines: Meanings and
Sienificances," The Structure of Knowledge and the Curriculum, eds. G. W.
Ford and Lawrence Purno (Chicago: Rand MeNally, 10Ah), A=30.

18. "The Structure of the Social Sciences and Citizenshin Tducation,”
Proceedinps of the Utah Academy of Sciences, Arts, and Letters, Volume L2,
Part TI, 311-18, This article, as well as the one by Joseph Schwabh, is
renroduced in a hook of readiners by James P. Shaver and Harold Berlak:
Nemocracy, Pluralism, and the Social Studies (Boston: Houghton Mifflin
Company}, Part IV. Much of the introducticn to Part IV is en attempt
to clarify issues related to the structure of the discivplines approach.

19. MNewmann, "The Analysis of Public Controversyv," The School Review,
410-3h. ‘The structuralist apvroach is evaluated in the first vart of the
article.
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Althouph the public man orientation hnas bheen domipant for a nurmber
of vears, until recently most of the articles or hoo's defendines {hin
concert have contained bpiatitudes rather than corefully develoned
nositions. A notable excention to this generaldization is the wor» of
Lawrance . Metealf. In addition to a number of thourhtful articles,
etealf, alonp with Maurice Hunt, has develoned a careafully reasoned
concert of publie man.20 YMore recentlv, MNonald Miver, Jares Shaver,
and Fred Newvmann have written a number of articles and bhoovs that esrouse

the study of public issues.?l The public issues anproach develoned hy

cas 2
these ren has been critically analvzed by Mark., M. Vruﬁ.e"

P0.  Teachins Nigh School Social Studies, (New York, 1059).

21. Donald V. Oliver and James Chaver, Teaching Public Tssues in the
Wiph School (Boston, 10Af). Fred M. Hewmann, "The Analvsis of Public
Controversv," The School Review, L410-3U. Fred M. MNewmann and Monald Y.
Mliver, "Fducation and Community," Farvard Fducational Review, 37
(Winter, 1967), A1-106. The last article nroposes a radical reformulation
in our concention of the nature of education: "Imarine a hvrothetical
community in which learnine is pursued in three auite different r~ontexts:
the 'school' context, the 'laboratorv-studio-work' context, and the 'community
seminar' context....The contexts...are intended to convev the malor noint
that education consists of three important facets: asvstematic instruction,

action, and reflection.” (905-97).

£, Mark M. Krug, "The Jurisprudential Annroach: Theory and Practice,"”
Social Tiducation, XXXII (December, 1068), 780-03, 797,
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VIT. CUHRRICULUM PVALUATIO!

Chanter ¥I outlines an apnroach for Judging how worthwhile curricular
intentions are. VUorthwhileness, as {¢ is used in that chanter, involves
sueh factors as the ideal tndividual rronosed by oa enmrriculwr, the rof inpaloe
for thic ideal individual, the lorical consisteney of cenvrienlar elorionta,
the intent-time relationshin, and the cdueational cormitrents of n foocver
amd/or sehenl dictrict. Choosine Aap educntional nyoryram | hovever, i ownot
rerelv o question of fudeing the worthiness of intente. A oo point rn
adéitional issur must he raised: Moes the currienlurm achieve itn int,enta?
™at is, do the vounssters who study a curriculur *eccre the Yind of
individual that the curriculum seeks to develon?

"he distinction bhetwveen Judeing the worthinerss of intents end exanrin-
ing the accomplishment of intents is an irmportant one. A sirble aralosv
should help clarify the difference bhetween the two processes. “urnose
we want to decide vhether t. ise a narticuwlar insecticicde. Ore nuention
we woudd as¥ is wihether the insecticide does vhat it is sunnose’d to do,
i.e., destror insects., Yet the question of whether we should use the
inseeticide {s a broader prohlem. The latter auestion raises sueh issues
as: speclal enuivoment needed to svreand the insecticide, the effect 0F the
insecticide on wildlife, the cost of usine the insecticide, ard the effrct,
if anv, on human heinps. These issues, two of which are larrely ethieal
considerations, are similar to the issuns we face vhen arnalvzine curricula.
In hinth cases, we must decide whether our course of action s worthwhile.

Wxaminine the worthiness of curricular intents is referred to in
this paper as curriculum analysis. The term curriculum evaluation is
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used vhen the purpose is to discover whether a curriculum achieves vhat
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it nurnorts to achieve, DBoth vprocesses are nart of the decision-mavine
model, '"he Adistinction hetween these two vrrocesses is one that has heen
recommiced by several writers. Michael Dceriven, for cxamnle, has arpued
that "if the ronls aren't wortbh achievine then it is uninterestines how
well thev are achieved... Thus evaluation nroper must inelude, as nn
enual partner with the measuring of performance apainst poals, nrocedures
for the evaluation of the poals."]

Vet, mapv are unwilline to prant "evaluation of the roals" (eurricenlum
analvsis) enual stotus to "measurine of nerformance' (curricnlum evaluation).
“he forrer is often seen to rest on value judrments not ooen to rational
examination, while the latter is viewed as heinp a procise orocedure with
clear imnlications for decision maving. The author believes that the
approach outlined in this vaper for analvzing curricula: ‘.iuenus does
introduce certain elerments of rationality into curriculum analvsis., At
the same time the author contends that curriculum eval.ation does not
necessarily nrovide information that is Yoth reliable ard vital to the
decision-makines nrocesn.

Yvaluatins the reliabitity of information rained from an evaluation
study is difficult for a curriculum consumer. fie is not likelv to be
familiar with either the intricacies of exverimental desisn or the appro-

vriateness in particular situations of certain statisticel techniques.

1. tichael Scriven, '"The Methodolosy of %valuatica," Perspectives
of furriculum ¥valuation, AFRA Monosrarh Ceries on Jurriculum ¥valuation,
Monorrarh 1 (Chicaro: Rand MeNally, 1047Y, 5. Ip the same volume, VYohert
Stare defines evaluation in a wav that distinmuishes hetween accomnlishment
of intent and worthiness of intent: "For a complete svaluation, two
main kinds of data are collected: (1) ohjective descriptions of roals,
environrments, versonnel, methods and content, and outcomes-: and () versonal
Judrments 4s to the auality and appropriateness of those roals, environments,
ete." Robert Stake, "Toward a Technolomy for the Tvaluantion of TFducational
Programs." Perspectives, 5.
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Yet without knowledpge of design and statisties the consumer cannot
decide whether the information from a study is reliable. The probhlen
faced by the curriculum consumer is analogous to the one that confronts
the person who leaves his radio at a repair shop. The repairrman examines
the radio and sayvs that it needs a new tube and several parts whose names
are nothing more than words to the consumer. One must trust the technical
competence and honesty of the repairman. Yet he may be incompetent or
dishonrst, Just as a curriculwi evaluator may be incompetent or dishonest.

The second general problem involves the difficulty in applving the
findings of evaluation studies to the decision-making process, i.e., to
selecting a curriculum. The next few pages consider specific prohlems
related to evaluation methodology and to the interpretation of evaluation
findings.

Interpreting the results of evaluation studies appears to be simple.
A comron vway of comparing the effects of two curricula is to use a statistical
test on mean of each group's score to check whether the differercers are
"statistically significant” or "not significant.” The significance is
expressed in terms of a probability, usually one per cent or five per cent.
Let us assume that a group of students studying Curriculum X (experimental
curricu;um) performs significantly better at the five per cent level of
confidence than does the group studying Curriculum Y (present currieulum).
In simple language, what does Lhis statement mean? It means that in terms
of one comparison test, Curriculum X is superior to Curriculum Y, but
there is a five per cent chance that this conclusion is untrue, i.e., that
curriculum X is not better than Curriculum Y.

The fact that the experimental curriculum is probably (nintv-tfive

rer cent chance) superior to the present curriculum is important, hut the

ERIC
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decision whether to adopt the exverimen*tal curriculum depends in great

part on how much better it is than the vpresent ‘curriculum. If the new
curriculum is expensive and requires extensive in-service education, then
one is unlikely to adopt it unless it is a major improvement over present
practice. The problem is that statistical significance is a measure of
certainty, not of magnitude:; statistical sirsnificance indicates how sure

we can be that a difference exists between the effects of the two curricula,
not how large the difference is. To make matters worse, with a larre

sample quite small differences will produce significant results.”

In summary, results that are statistically significant are not necessarily
educationally significant, i.e., in terms of the curriculum selection proces
Before adopting & new curriculum, one wants to be assured not only that
differences in effects do exist but that these differences are large. Indr~
if statistics are needed to verify the existence of differences between
curricula, then these differences may well be sc small as to be en unimport
consideration in the decision-making model. The curriculum consumer,
therefore, needs to ask the followine question: 15 there evidence concerri
the magnitude of an experimental curriculum's effects in relation to the
effects of other curricula?

Ho doudbt the curriculum consumer will usually find the differences
in etfects to te small. A common problem, therefore, is how to interpret
the meaning of small differences. One possibili'y is that the test used
to assess the differences is not precise enourh to pick up the subttle
differences produced by the curriculn. For example, the commonly-used

e 2 e 4 e & o —— ———

. William L. Hays, Statistics for Psycholopists (New York: Nolt,
Rinehart and Winston, 1043), 326,
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critical thinking tests may have questions that are too reneral to measure
the thinking skills taught in many of the social studies inquirv curricula.
No doubt critical thinking tests are often inadequate to the task; many
of them are hased on a concept of critical thinking that does not take
into account the ways that inquiry in the social sciences differs from
inquiry in other domains.3

However, even if refined tests are used on students studyine experimental
curricula, it is still likely that test findings will reveel small differences.
This result may occur because curriculum materials are ineffective, but it
may also occur because materials are only one factor that affect student
learning. Other factors are teacher presentation, classroom time allocation,
peer proup attitudes toward intellectual achievement, student groupine
procedures. Producing large effects, therefore, renerallv requires a
multiple-push approach. However, even the multiple-push approach does not
assure large steps forward. "We are," Michael Scriven notes, "perhaps
too used to the discovery of miracle drugs or technological breakthrourhs
in the aerospace field to recognize the atypicality of such (apnarently)
'instant propgress'.... What one may reasonably expect as the reward for
work is not great leaps and bounds, but slow and steadv imnrovement."h

Mne is still left with the task of determining the reaning of modest
differences in effects among two or more curricula. Unfortunately, tho
findinps may be reported in the form of a sinple score for each curriculun
rather than as scores on several sub-tests {(one sub-test for ecach major

objectivr )., To combine many types of post-course performance into one

P T P

3. An interesting critique of the commonly amccepted conception of
critical thinking i{s: Harold Berlak, '"The Teachinp of Thinking,” The School
Review, 73 (Sprinp, 1965), 1-13,

L, Scriven, "The Methodology of Evaluation," Perspectives, (F-A7,
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score is a mistake, since failure to realize one obhjective may be masked
by success in one or more other areas, In other words, using sub-tests
for separate outcomes yields more information than having a total test
score.”

To help interpret the meaning cf small differences in the effects of
several curricula one can ask the question: If the differences in effects
are small, can this outcome be attributed tc inadequate test questions,
sinple-push approach, single score test? If not, the small differences
may mean the obvious: no educationally significant difference exists amonge
the curricula teing compared.

1 to this point whe have dealt with two general issues related to
curriculum evaluation. The importance of selecting suitable experimental

6

desipn and using appropriate statistical technioues was noted. More
attention was given to a second issue: Jjudging the implications of
evaluation findings for the decisicn-makirg process. Statistical siegnificance
is not necessarily svaonvmous with educational sipnificance, and an
important interpretive issue is Judepineg the meaning of small differences
in efferts. A third issue, one that is discussed in the remaining pares
of this chapter, is the applicability of test results from an experimental
setting to classrooms across the nation.

Even if an appropriate desipn is used to discover the effects of

new materials and these effects have clear-cut implications for decision

making, one still needs to know whether it is safe to generalize the

P S

5. Lee J. Cronhach, "Fvaluation for Course Improvement," New Curricula,
ed. Rohert W. Heath (Mew York: Yarper % Row, 106k}, 235-3F; Stake, '"Toward
a Technolory,"” Perspectives. 6.

. In an article, "Hard-nosed Pesearch and the Fvaluation of Curricula,’
to be rublished in the near future, A, Guv larkins and James P, Shaver arpue
that "rieid adherence to either the spirit or letter of traditional experimental
dezien can lend to inadequate curricular evaluation." Tlarkins and Shaver
examine the shortcomings of traditional experimental desfpn and suppest

alternative ~roecedures for eonductine currjculur evaluation.
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findings from the pilot classrooms to ordinary classrooms throughout

the country. A serious deficiency of some evaluation studies has heen
the failure to sample adequately from the teacher population. Not only
students but also teachers need to be typical of the total population
of teachers. If experimental teachers are not representative, then the
results can be generalized only to teachers sharing characteristics with
the experimental teachers.7

If, for example, the teachers in the pilot study have received
special training in teaching & set of new materials, then the findings
of the study would not hold true for teachers not receiving similar srecial
training. Often special training is so informal that it may nct apvear
to be training at all. The pilot school may have a tradition of testins
innovative materials so that teachers and students participating in
experimental projects are accorded a special status. Or the school may
provide special assistance for pilot teachers - secretarial help, released
time, office space - that teachers in other schools do not receive. Any
or all of these factors may create a special situation in a vilot school
that is not present in other schools.

Whether the results of a pilot study can be generalized to other
situations is the focus of the third analytical question in this chapter:
Are appropriate sampling techniques for students, teachers, and schools--
used so that the evaluation findings can be generalized to classroonms ecross
the country? 1If appropriate sampling techniques are not used, then a

school district mipght have to consider doing its own studv. However, it is

. St At = o e

7. Seriven, "The Methodologv of Fvaluation," Perspectives, 77.



so difficult to set up a pood experimental design that the school may
not feel it has the technical competence to conduct its own stuly.

In the end, we may despair that evaluation studies cannot help
us select smong curricula., It is difficult for practitioners to judge
the adequacy of experirental desipn. Fven if appropriate experimental
desipn is used, the differences in effects may be so small that the
implications for decision-making are not clear, lastly, the sampling
procedures may make it gifficult to generalize the findings of a pilot
study to most schocl situations.

An added problem must be mentioned. Few of the national curriculum
prolects have conducted systematic evaluation studies. In some cases
published materials were not even field tested! The paucity of evaluation
is apparently the result of the developers being people of action. 1In
many cases careful evaluation would have delayed by several years the
introduction of materisls. Yet the lack of evaluation evidence certainly
complicates the decision-making process. 1If evaluation evidence i~ not
available and the local district is unable to conduct a study, then the
currjculun consumer will have to rely upon other elements of the decision-

rmaking model.



VII1. VALIDITY OF CONTENT

Let us assume that a curriculum has a clear inteat and is internally
consistent; moreover, evaluation data on its effectiveness are favor-
able. Can any other question be asked? Yes, for the mere fact that an
intent is clear, that the intent is internally consistent and consistent
with other elements of the curriculum, that the intent is in part realized,
does not assure that the content of the curriculum is valid.

Content may be invalid in at least two ways. It may project an in-
accurate picture of socizl reality (the way our political, social, and
economic systems operate)., Or in the case of curricula that emphasize
the structure of the di Jlines, the conte t may misrepresent the essence
of & discipline. Since neither of thece potential inaccuracies is easy
to discover, several common exanples of each type of difficulty are
examined. In addition, strategies for identifying inaccuracies are

suggested.

Images of Social Reality

One of the most common misrepresentations of social reality is
false factual statements, A historical figure may be credited with an
accomplishment for which he was not responsible, or a particular Supreme
Court decision may be inaccurately summarized. Most, if not all,
curricula contain factual errors, yet it {s hard to believe that an event
incorrectly dated or a mislabeled process leads to serious distortion of
a student's image of social reality. This relatively minor impact of
fulse factual statements occurs because factual statements tend to
deal with narrow segments of social reality,

But the curriculum content may contain finaccuracies of a more general

nature. An economics course, for example, may be based on the free
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market model. This model postulates that prices and the allocation of
resources are determined by the interaction of numerous consumers and
producers. No doubt, the concept of free market is useful in helping
one understand certain aspects of our economy, but the free market
model is an incomplete representation of such major industries as
public rtilities, steel, and automobiles, Concepts such as administered
prices, oligopoly, monopoly, and government regulation are essential
to interpreting the economic forces involved in these industries. In
an era of economic concentration other concepts in addition to free
market may be cf juestionable value. Our economy, for example, is
perhaps characterized less by scarcity than by abundance.1 An important
question to ask, theiefore, is: Do the socjal science concepts and/or
generalizations in a curriculum represent social reality accurately?
Concepts and generalizations need to keep pace with the rapid
social and political changes occurring in American society., In turn,
teacheis, especially social studies teachers, need to be aware of these
changes and the concepts useful in {nterpreting them. This awareness
is necessary not only to facilitate judging the validity of curriculum
content but also to prevent teachers in day-to-day instruction from
perpetuating archaic conceptions of our aoclety.2
It is difficult, however, for teachers to re-evaluate commonly
held assumptions about the operation of our political, social, and
economic systems, Teachers do not have enough time to read the approp-

riate literature, but even if time were available most social studies

1. David M. Potter. People of Plenty; Economic Abundance and the
American Character (Chicago: University of Chicago Press, 1954); John
Kenneth Galbraith, The Affluent Society {(Boston: Houghton Mifflin, 1958)

2, Part 11 of James Shaver and Harold Berlak's Democragy, Pluralism,
. and_the Social Studies 1s devoted to the topic of conceptions of society.
- The introductory essay is especially useful in defining the relationship
[ERJ!: between conceptions of society and social studies curriculum.
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teachers would still have trouble re-evaluating their conceptions of
socety., This outcom. is related to the dominance of history in the
academic preparation of most teachers. HMHistory, as a discipline,
provides few concepts and/or generalizations that help interpret the
contemporary world. 1In fact, history, even in its role as describer
and interpreter of the past, has generated few concepts that go beyond
everyday language. Typical historical concepts--social class, imper-
ialism, political elite, status quo--are used by historians much as
these terms would be used by laymen.

Fortunately, sccial sciences other than history have produced
sophisticated concepts and generalizations, However, teachers trained
primarily in history often have difficulty in understanding social
science literature. To meet this need, several magazines and journals
have been started to make the findings of social scicnce comprehensible
to people lacking & social science background. Examples of such publi-

cations are: Psychology Today, Transaction (sociology), Journal of

Social Issues (interdisciplinary). One of the best sources of incisive

analyses of American society is the Center for the Study of Democratic
Institutions. During the last few years the Center has published a
series of papers and has made available tapcd discussions on a variety
of societal fssues.

Another source of descriptions of American society is i clitical
joutnals, These journals range the political spectrum, from National

Review to Time to New Republic to I. F, Stonc's Weckly. The author

has found that reading one journal to the right and another to the left
of his political philosophy helps open him up to new conceptions of

Anmerican society.
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Constant review of his conceptions of society should heip the teacher
present society as it is today, not as it was ten, twenty, or even one
hundred years ago. This concern for the accuracy of content is one that
teachers have had for many years, and today it continues to be a central
question. In an age of accelerating change and social unrest, each
curriculum consumer must be sure that the curriculum he chooses takes

advantage of the best available interpretations of American society.

The Structure of a Discipline

Structure is an interesting educational term in that it has another
meaning that refers to objects. The word structure brings to mind
houses, skyscrapers, or the wooden beams and steel girders that support
buildings. Because these images are concrete, many educators are in-
clined to believe that the educational use of the term structure refers
to a single, stable entity. But the structure of a discipline is
neither singular nor static.,

Each sccial science discipline has several structures, and these
structures (or the pattern of dominance among them) change over time.
The nmeaning of this statement can be clarified by examining the
evolution of structure in one of the social sciences. Robert McNee,

a geographer, notes that there are at least five major research
traditions in geography:
Physical geography, or geography as earth science; the arrange-
ment and functioning of "natural" things on the surface of the

earth.

Cultura’., or ecological, geography; the relationship between
man and his environrent.

Regional geography, or area studies; what a given place is
like as a "totality." (Literally, such '"total' study is
impossible, but such atudies strive to be as inclusive and
comprehensive as possible.)
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Spatial geography, or location theory; the geometry of the
earth's surface; why things are arranged as they are and why

there ara differences in densities, dispersions, and patterns.

Folitical geography; how the political system impresses itself
on the landscape.

Each of tiiese traditions has a long history, and each one has had its
time of dominance. Physical geography attracted the most attention
at the turn of this century while succeeding years saw most geographers
focusing on cultural geography. Ia the 1930's and early 1940's,
regional geography has received the most attention. Although political
geography has been seen by twentieth century geographers as being
important, few of them have been practitiorers of it.a
This diversity of research interests among geographers raises a
serious problem in developing a geography course:
How do we decide which among these research questions shall be
emphasized? If we are talking about the way of the past, the
traditfon of geography, then perhaps all five recearch traditions
should receive emphasis in proportion to the research time each
has received in the past century. If we say that we want to
teach the way of the present, then a course should emphasize the
research questions receiving the most emphasis at the present,
hoping to bring students as close as pussible to the research
frontiers today., MHowever, since each of these traditions has
persisted for so many years, each must ask important questions and
should not be slighted. This is a problem and 1 do not kaow the
answer,
Certainly, snlecting among structures is a difficult problem for a
curriculum developer. Morcover, the fact that this dilemma exists
should make the curriculum consumes skeptical of any curriculum that

purports to teach students the structure of one of the disciplines or

a single structure for several of the disciplines,

3. Robert McNee, "An Approach to Understanding the Current Structure
of Geography,'" Concepts and Structure in the New Social Science Curricula,
Report of a conference sponsored by the Social Science Education Consortium,
Ed, lrving Morrissett (New York: Holt, Rinchart and Winston, 1967), 58.

4, McNee, "Current Structure of Geography," Concepts and Structure, 56-59.

[fRJ!:‘ 5. McNee,"Current Structure of Geography,' Concepts and Structure, 59.
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Each discipline not only has structures, but in addition these
structures evolve over time. The evolution of structures is rapid
in the case of what some philosophers of social science have cermed

substantive structure, Substantive structure refers to the mixture

of concepts, generalizations, and theories that are used in any one
of the social sciences to conceptualize the social arena. Thesge
conceptualizations enable a social scientist to ask telling questions;
the questions lead to hypotheses; and the hypotheses (if validated)
often yield new complexities in the subject matter., The new complexit-
ies in turn require new conceptualizations {(substantive structures),
and the cycle begins again.6

Over a long per.od of time the alteraticns in substantive struc-
tures can be dramatic, as evidenced by the changing theories of the
nature of history. History, as conceived by St. Augustine, is one
part of the world created by God. The movement of history is not a
meaningless succesgion of events; rather it i3 an intelligible process
guided by a Divine Intalligence. More than a thousand years later,
Vico, in his New Science, still used the concept Providence, buc the
term had lost most of its transcendent and miraculous meaning. Today
ft is unthinkable for a professional historian %o assert that God
directs the development of historical events.’ The concepts of Divine

——— .

Intelligence and Providence are no longer seen by historians as mean-

ingful ways of finterpreting the flow of history.
The dynamic quality of substantive structures and the resultant

tentativity of kaowledge (tentative because it is derived through the

—

6. Schwat, “Structure of the Disciplines," Democracy, Pluralism,
and the Socfal Studies, 293-294

7. Hans Meyerhoff, 'Introduction," The Philosophy of MHistory in
OQur Time (Garden City, New York: Doubleday Anchor Books, 1959), 2-6,
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application of these structures to a field of inquiry) have dircct
significance for soclal studies courses, Instruction must impress
upon students that neither substantive structures nor the kiowledge
developed lrom their application is eternal truth., Rather, both
substantive structures and knowledge are continually being vevised
as scholars attempt to develop more precise explanations of particular
phcnomena. Curricula focugsing on structure must present the dynamic
quality of substantive structures and knowledge,

Perhaps the best way to make students aware of the ephemeral
charecter of knowledge is to introduce students to what Joseph Schwabdb

terms the syntactical structure of a discipline, The syntax of a

discipline refers to the way that a scholar verifies knowledze as he
practices the discipline. The means of verification, often referred to
as the mode(s) of inquiry, involves 'determining fo. each discipline
what it does by the way of discovery and proof, what criteria it uses
for measuring the quality of its data, how strictly it can apply

canons of cvidence...."8 Familiarity with syntactical structure should
show stud sts bhoth how knowledge can be revised and that such revisien
is an fr.-itable consequence of practicing the discipline.

To show students that subutantive gtructures are subject to re-
vision, & social studies course bas2d on structure could do one of
several things. The course might examine briefly the history of the
discipline to {llustrate that many of its central concepts and theories
have changed over time, Or various "schools" within a discipline (as
the five research traditions in geography) can be compared in terms

of substantive structure. Another alternative is to examine one or

8. Schwab, "Structure of the Disciplines," Democracy, Pluralism,
and the Socfal Studies, 295.
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two concepts (or theories) that are no longer used by scholars but which
at one time were central to a discipline.

As the curriculum consumer examines a "structure of the discipline"
curriculum proposal in terms of its structure(s), he is often faced with
a serious problem. He may not be familiar with the substantive and
syntactical structures of the various social science disciplines. Espec-
ially in the case of syntax, he may lack training. Whatever information
he has concerning the process of inquiry probably comes from a '"methods
of social science' or '"historiography' course. "Teachers' Shaver and

B¢ rlak note,"may have learned about but rarely have engaged in any

long-term social science inquiry of their oun. As a consequence, they
have very little applied knowledge of research concepts and strategies."9
Judging the validity of a curriculum's structure(s) is difficult for most
teachers,

Yet even if teachers were prepared to evaluate the conceptions of
structure found in various curricula, they would soon be driven to
a state of confusion., They would find that just as each discipline
has multiple structures, the concept of structure itself is interpreted
in many ways. Schwab's distinction between substantive and syntactical
ctructures is by no means commonly accepted. Robert McNee defines
geography's structure in terms of research traditions and certain
factors that have held geography together as a single discipline.10

Other definitions of structure are so vague that it is difficult

to compare them to Schwab. Jerome Bruner, for example, speaks of

9, Shaver and Berlak, Democracy, Pluralism, and the Social Studies,
261. The questions raised in this subsection of chapter VIII are similar
to those identified by Shaver and Berlak in their introductory essay
entitled, "The Social Sciences and the Curriculum.,”" See especially pp. 260-263.

10, McWNee, '"Current Structure of Geography,' Concepts and Structure, 57-60,
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"fundamental ideas" and indicates that ''to learn structure ... is to
leafn how things are related."11 Bruner's lack of precision is espec-
ially important in that he has had considerable impact on those involved
in new social studies curricula. An indication of Bruner's influence is
given by McNee's introduction to his paper: 'My first assumption is that
the principle objective of a geography course should be to communicate
'the geographer's way,' 1In short, 1 am a Bruncrite,"1?

Up to this point the discussion of structure has raised a number
of issues, but it has not provided concrete guidance for the curriculum
consumer, Reviewing the major points of the discussion and suggesting
relevant questicns may give direction to the curriculum consumer's
analysis of structure(s) of the disciplines curricula.

Structure, as noted earlier, is not a single entity, Therefore,
one basic analytical question refers to the conception of structure
presented in a curriculum: Does the CUrriCUium recognize that several
structures exist for any one discipline? This question is not intended
to suggest that a cu-riculum should not be based on a single structure;
such a choice could be defended, both on considerations of time and of
current scholarly consensus (if it exists). However, any curriculum
that focuses on a single structure has the minimal obligation of telling
students about any other structures within a particular discipline,.

A second characteristic of structure is that it evolves, Evolution
is probably most apparent in the substantive structures, though syntax
may also change over time. An obvious question is: 1Is structure
acknowledged to be dynamic? Acknowledgement may entail the study, in

the curriculum, of "outdated" structures, or the study of new structures

11. Bruner, Procesg of Educatiomn, 7, 17-32,

12, McNee, '"Current Structure of Geography,' Concepts and Structure, 57.
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that have not yet gained widespread acceptance, Whatever is done must
convey to the student that the structure(s) being emphasized in a
curriculum is not necessarily permanent,

The study of disciplinary .tructures is not central to the training
of teachers and administrators, Judgments of the authenticity of parti-
cular structures can probably best be made by social science scholars, As
a result, it is appropriate to ask: Has the conception of structure(s)
contained in a curriculum been analyzed by social scientists not involved
in the development of the materials? The question in this case is
whether the structure(s) on which naterials are based is authentic from
the point of view of a scholar, Judgments of authenticity may be
especially important when there are small differences in effects. "If

' says Michael Scriven, ''then relatively minor improvements

nll

we do this,'

in performances, on the right goals, become very valuable....

Conclusion

In order to judge the validity of content, either imapges of social
reality or structure, the curriculum consumer must read not anly the
intentions stated by the curriculum developer but especially the student
materials, Only after looking at student materials can one estimate to
what extent the curriculum conveys to students accurate concéptions of

social reality and valid structures of the discipline.

13. Scriven, "The Methodology of Evaluation,' Perspectives, 62,



IX. IMPLEMENTATION ISSUES

The issues described in this chapter relate neither to the auality
nor to the effectiveness of particular curriculum materials. Rather, the
focus is on the school situation in which the materials are to be used.
T™ree sets of issues--antecedent conditions, unintended consequences, and
financial considerations--are examined.

Antecedent conditions refers to prior skills, interests, and knowledre

that students and/or teachers must have to successfully use a curriculum.
Here the attempt is to identify critical characteristics that must bhe
present in the school situation in order to forecast probable success.
However, even if success is attained, other results may occur that were
not intended. Prediccing such unintended consequences may either change
one's mind about an innovation or suggest steps that need to be taken to
anticipate possible consequences. One last factor, so important that

it may overrule many other considerations, is cost.

Antecedent Conditions

One set of antecedent conditions involves reading level and conceptual
difficulty of materials in relation to student capability., The question to
be asked might be phrased as follows: Are the reading level and the com-
plexity of ideas appropriate to the students? Although some evaluation
evidence may %e available to help answer this question, it is more likely
that a teacher will have to make this judgment., However, teachers should
have little difficulty making such an assessment because they frequently
Judee the vocabulary and conceptual difficulty of curriculum materials.

A more difficult jJudgment is assessing the skills and attitudes that
teachers need in order to be able to function successfully with a new

curriculum. Some of the new social studies curricula, for example, assume
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the teacher will construct situations in which the students do most of
the thinking. To be specific, making inferences from data is to be done
by students, not by the teacher. Or construing the issue is often to be
done hr students. lowever, many teachers feel uncomfortable in a role
where they are not in firm control of the teaching situation.

A related problem is the need many teachers feel for closure. Not
only do they see themselves as the master of the teaching situation, tLut
in addition they are reluctant to leave issues unresolved. Children need,
many teachers feel, firm answers hoth to normative and empirical questions.
Not only can a drive toward closure do violence to complex empirical issues
as well as to ethical issues, but in addition closure imposed by the teacher

is inconsistent with many of the inquiry curricula.l

Inquiry presupposes
openness and lack of resolution of many issues. MNo douht a teacher who
deeply values closure can misuse inquiry curricula.

Wanting to be in firm control of the teaching situation and feeling
the need for closure are teacher sattitudes that may be in conflict with
many of the new curricula. A teacher may also lack fundamental skills
that are necessary for successful use of new curricuia. For example, the
teacher may himself be unable to makz distinections that he is supposed
to teach voung people; he may not be mwble to differentiate between normative
and empirical issues so that it is impossible to teach the youngsters this
distinction. Another possihility is that the teacher lacks particular

teaching techniques that are essential to the new curricula. Mo doubt

teachers may lack other essential skills. Even if teachers have the

L. It is useful to distinguish betwecem divergent and convergent inquiry.
Inquiry in general refers to the asking of questions not specifically answered
in the student material, often primary sources. Divergent inquiry can be
defined as open-ended questions, perhaps difficult questions of historical
interpretation or ethical issues that involve value choices. On the other hand,
convergent inquiry can be seen as the posing of questions to which there are
answers, provided the student carefully reads and interprets the student

materials. It is divergent inquiry that is in conflict with the drive for

ZoL il al - .
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necessary competencies, they may still profit considerably from supervised
teachings of the new materials.

The reader may feel that the author has painted an unnecessarily
pessimistic picture of the attitudes and competencies of experienced teachers.
Certainly, many teachers make not cily legitimate but also creative use
of new curricula. Yet other teachers misuse, evern mutilate, new materials,

In order to minimize this misuse, which ultimately ‘affects the nuality of
learning by students, curriculum consumers must as¥: What attitudes and
skills do teachers need to teach the materials.?

It is quite possible that some teachers will never he able to teach
new materials in a way consistent with the intentions of the curricula.

No matter what in-service training is constructed, these teachers mayv not
change. Perhaps they are unable to change persistédng patterns of behavior,
or maybe they are unwilling to change because treyv are not committed to the
intentions of new curricula.

Lack of commitment to an innovation is a common reason for its failure.
Lack of commitment may result from the imposition, or the perceived imposition,
of the innovation by the administrative hierarchy. Apathy toward the innovation
may occur because the person was not in the original group that pilot tested
the materials. Or the lack of interest in the in.aovation may merely be a
defense against having to teach a new way. Regardless of its source,
indifference to an innovation has serious consequences.

Members of the teaching and administrative staff who want to implement
new materials are annoyed by the apathy of their colleaguas- Cliques may
develop so that it becomes difficult for the faculty to work together for
common purposes. Bad feelings may be aroused to the point that some staff
members try to sabotage the inncovative efforts of fellow faculty memhers.

Q
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nder svch circumstances the antecedent conditions in the school context
inhirit innovation.

The curriculum consumer, therefore, needs to ask: Is it wiser to
have all teachers, repardless of personal preferences, use the new materials
or to nermit teachers opposed to the new materials to maintain their
established courses? Diversity in curricula, despite its practical prohlems
may enable innovations to bhe effectively implemented, at least by those
who are interested. And diversity also enables each faculty member to
choose whether to narticipate in the implementation of an innovation.

Unintended Consequences

When new materials are introduced in a school, the intention is,
ultimately, to affect what voung people learn. Helping the curriculum
consumer Jjudre the worthiness of intents is the focus of a major portion
of this paper. Intents, once thev are Judged to be worthwhile, hecome
intended conseauences, i.e., the intents are desired outcomes to be realized
through the study of a particular set of materisals.

Consequences other than the intended ones may result from the implemen-
tation of a new set of materials., These unintended consequences can he
either desirable or undesirable. In practice, one often has difficulty
deciding whether an unintended consequence is desirahle or undesirable.

For example, it is not uncommon for youngsters to carry over into other
classes the attitudes and skills learned in social studies. If a new

social studies course emphasizes having the student evaluate data, he tends

to want to do the same in other classes. Teachers in other departments

may not want to have students evaluate data or disagree with them. These
teachers may become quite concerned about the activities of the social studies
department. On the other hand, students are confused by the dual standards

within the faculty.
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Is this unintended consequence, the transferrine of learning from
one class to another, desirable or undesirahle? ‘uch a judpment may
depend on who you are. A principal could he pleased trecause thic develop-
ment helps him stir up certain faculty members, yet he may also he faced
with a polarized staff. A teacher involved in the new curricula may be
disgusted with his colleagues who do not share his commitments. The teachers
who are unhappy with the new materials probably see the innovation es
undermining their authority in the classroom.

The example described above illustrates how an innovation could affect,
in an unintended way, a large segment of the school environment. Most
unintended consequences are narrower in scope, though they may be serious
in impact. A school, for instance, may decide to throw out the entire
social studies curriculum. This decision means that next year the staff
will teach an entirely new course in tenth pgrade, while eleventh grade
will be changed the following year, and twelfth the next. Tenth grade,
after its first year of trial, will probably need to be revised for
several years, Meanwhile, eleventh and twelfth prades are being initially
tried and then revised in subsequent years. All this effort consumes
tremendous amounts of energy, leaving the staff little time to insure that
the three grades are articulated. Moreover, staff members teaching at more
than one grade level may find the experience so exhausting that their
teaching efficiency actually drops. Students may bhe excited, yet confused,
by the new courses.

Much simpler unirtended conseguences may occur. A new curriculum nay
entail a large number of student handouts with no provisions made for

secretarial staff. As & result, teachers not only have to cope with teaching
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the new curriculum, but in addition they must type, duplicate, and collate
the materials. A new curriculum may eliminate some very excit'ng courses
that individual teachers have developed over a period of time; these
teachers nay feel bitter toward the new curriculum. The new curriculum,
if it is tightly developed and contains detailed lesson plans, may cause
the teacher to lose his sense of heing an autonomous, creative person.

No doubt there are many other examples of unintended consequences.

Before selecting a set of materials to be implemented, the curriculum
consurer must ask Limself: What unintended consequences are likely to
result from the introduction of new materials? A further question can be
posed: Are notential unintended consequences deisrable or undesirable?

0f the two questions, tne first one, concerning the prediction of
unintended consequences, is probably the more difficult to answer. While
preparing to write this chapter, the author discovered some predictions
he had made several years ago about a curriculum project that was }ust beginning.
Several of the predictions were accurate, and others were not; however,
what proved ultimately to be the most important unintended consequences
were not even mentioned.

One of the best ways of accurately predicting unintended consequences
is talking with educators who have attempted implementation of new curricula.
If such discussion is not possible, then at least one has the concept of
unintended consequences to help him anticipate outcomes other than the
intended ones.

Financial Considerations

The most obvious financial question is the following: What is the cost
of the materials per pupil each year? To arrive at a figure, estimates of

cost per pupil and durability must be made. Cost per pupil divided by the
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number of years the materials can be used yields the estimated cost rer
pupil per year.

Another potential expense is revealed by the question: What rew
equipment and/or facilities are necessary for teaching the new materials?

In the case of materials that stress student research, the size of the
library and the nature of its collection must be taken into consideration.
Materials with a major audio-visual component may require the purchase

of overhead projectors and other equipment. An analysis must be made of
the reading material, the library space, and the equipment needed for
effective implementation of new materials.

Judging the cost per pupil each vear and the necessary support
equipment and facilities should be relatively easy. A more difficult
problem is deciding: What funds cun be allocated for in-service training of
teachers. The word can is used because the author's experience indicates
that too little money is available for in-service traininge.

Few teachers handle new social studies curricula well in their initial
efforts. Some improve gradually as they gain experience with new materials.
However, an amazingly large percentage of teachers fail not only in the
beginning but also in their subsequent efforts. In many cases teachers
are unaware that they are ''failing", i.e., misconstruing the intents of a
curriculum, understanding the intents bhut not being ahle to use appropriate
teaching strategies. Patterns of teacher behavior tend to persist; the
resulting course may be new more in name than in intentions and strategies.

Some school districts use a series of after-school discussions to
familiarize the social studies staff with the intents of a new curriculum.
Discussions among teachers can help clarify these intents. But such
discussions usually are not productive in connecting teaching stretegies
to intents; it is difficult, most difficult, to meaningfully relate strategies

O
E l(j and intents through abstract discussion.
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An alternative to discussion is supervised practice in teaching the
new materials. The easiest and probably most effective way of conducting
a teaching workshop is to use classes from the district's summer schnol. The
workshop teachers can instruct several summer school classes using the
new materials. There are several prerequisites for the success of a
summer workshop. 'Teachers must be adequately compensated for attending.

In addition, someone familiar with the new materials must be available to
lead the workshop. And there must be time 1ot only to teach the materials
but also to analyze the teaching, especially the use of teaching techniques
appropriate to the intents of a daily lesson or of a unit,

If thé district is unable to afford a workshop, then it ought to
facilitate communication hetween teachers learning to teach new materials.
Perhaps a common free period could be scheduled for these teachers, Or
thev could be piven adjoining rooms to teach in. Another possibility is
having a common office area for teachers introducing new materials. None
of these provisions, however, gives the intensity of experience available
to teachers who observe each other using new materials and analyze the
results.

Conclusion

Failure to consider implementation issues carefully can lead to dis-
couraging results. New materials may not be comprehensible to youngsters,
or teachers may not be able to use appropriate teaching strategies. It is
also rossible that unintended consequences may create as many problems as
were "solved”" through the introduction of new materials. Over all of these
concerns float the storm_c10uds of economy in education. Sometimes there

are showers, but all too often good plans are washed away.



X. CONCLUSION

The author suspects that the decision-making model outlined in this
raper may be viewed from one of two conflicting nersvectives. Gome may
see the model as a biased, narrow approach to the problem of selectine
among curricula. Tndeed, the approach may he biased in the sense that
the emphasis is on choosing a new curriculum and implementing it consistent
with the intentions of the developer. Tittle attention is eiven to ways
a district could incorporate a set of new materials into an onpoing ¥X-12
curriculum. The approach may he narrow in that a relatively s-all num-
ber of questions forms the basis for selection of materials.

Others may see the decision-making model 4s too open-ended. The
questions, for instance, generate masses of data. Rather than simplifving
the issue of selection, the questions seem to complicate it. The model
may also he viewed as too open-ended in that it establishes no clear
priorities among the categories of questions. That is, no assessment is
made of the comparative importance of the questions dealing with citizen-
ship, evaluation, validity of content, and implementation.

The author finds himself in partial agreement with each of these
criticisms of the decision-making model. However, several of the potential
criticisms appear to be inevitable outcomes of creating a model. Tor
instance, since the issue of selecting among curricula is terribly complex,
any attempt to specify essential .categories in this process appears of
necessity to be narrow. A limited number of questions are derived from the
catepories. To some people, nevertheless, the questions, hecause they
yield so much data, actually complicate the process of selecting amonp,

curricula. Certainly the process could be made even simpler if questions
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similar to the ones discussed in chapter two are posed. But asking
stylistic and accuracy of content questions provides far too narrow a
focus and, as & result, is not as likely to lead to a wise decision as
are questions involving intentions and evaluation of outcomes as well

as validity of content and implementation. The best approach, therefore,
is to develop questions that help reduce the complexity of the selection
problem without over-simplifying the problem to the point of omitting
crucial categories of guestions.

The author believes that he has achieved a reasonable bhalance
between complexity and simplicity. The questions in the model represent
a variety of categories: in this sense complexity has been maintained.

Yet there are not so many qu2stions that the approach loses its simplicity
and becomes impractical.

Fven thoursh a balance exists bhetween simplicity and complexity, there
are enough categories of questions to require establishing priorities
among the categorizs. The paper has identified at least four categories
of questions: citizenship education (sub-categoriez of clarification of
intent; logical analysis of intents, strategies, and materials: and
curricular intent: making value judpments), curriculum evaluation, validity
of content, and implementation issues. A diapgram illustrating the position
of these categories in relation to each other is contained in Figure IX.

Gome of these catepories involve curriculum analysis, {.e., deciding

vhether the intents of a curriculum are worthwhile. Categories failing
into the area of curriculum analysis include: clarification of intent,
raking value Judpments concerning {ntent, validity of content, and
implementation. The first three categories deal with the desirahility
of intents while the last caterorv, implementation, concerns the appro-

priateness of a curriculum to a particular school district. Both
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Figure IX

Categories of Questions

Rationale: Clarification

Justification of intent:

for the type of making value

individual Judepments
concerning
intent

Specification of

the type of individual

Logical [Course Intentions ]

analysis

of intent,

strategies, | Daily Intentions |

and VA N —_—

materials Teaching Teaching Validity of content
| [ Strategies Materials {materials only)

[Class of Studentr | _ | Implementation Issues

Evaluation Learning

| Jutcomes

desirability and appropriateness are factors in Judging how worthwhile
the intents of a curriculum are.
Two other categories, evaluation and logical analysis of intents,

strategies and materials -- relate to curriculum evaluation which is the

measurement of learning outcomes. Evaluation studies are a direct attemnt
to measure outcomes. Since evaluation studies are often either not done

or done in a way that fails to have clear implications for decision makine,
one must often rely on logical analvsis. If intents are internally con-
sistent and consistent with teaching materials and stratepies, then one

can infer that the outcomes can be achieved when the curriculum is used
with students. Because outcomes are measured in terms of objlectives

derived from & statement of the ideal fndividual, clarification of intent
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questions can be considered to be part of curriculum evaluation as well
as part of curriculum analysis. It should bhe evident that the author
emphasizes questions related to curriculum analysis more than those
related to curriculu. evaluation. What difference does it make how
well intents are achieved unless they are worth achieving? Within the
domain of curriculum analysis the more important catepories seem to he
clarification of intent and meking value Judgments about intent. These
two categories help the curriculum consumer define a desirable intent.
Desirability, the author telieves, is the essence of worthwhileness.
Choosing to emphasize curriculum analysis over curriculum evalustion
seems to ignore the idea that a curriculum must affect youngsters if it
is to accomplish its ultimate purpose: creating a particular type of
individual. Yet evaluation studies, as they are presently conducted, do
not produce results with clear implications for decision msking. Hovever,
attention can be given to logicel analysis so that estimates can be made
of probable impact of materials on youngsters. Considering that evaluation
vields less useful evidence than is commonly believed, it seems reasonable

to give priority to the categories related to curriculum analysis.
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II.

I1I.

Iv.

APPFENDIX

Analytical Questions

Clarification of Intent (pp. 38-u45)
A. What kind of an individual does a eurriculum seek to develop? (pp.38-30)

B. What is the rationale {reasoned argument) for wanting to develop a
particular kind of individual? (pp. 39-L0) Fach rationale contains
a societal) framework for its conception of citizenship education.
(pp. 40O-%1)

1. If the social context is implicit, then one can ask: What
assumptions concerning society are behind the concewntion of
the ideal individual? {pp. 41-42)

2. If the social context is explicit, then one can ask: {a) What
evidence is cited to support the emvirical statements in the
framework? and (b) In what ways are the normative statements
in the framework defended? (pp. L2-h3)

Logical Analysis of Intents, Strateglies, and Materials (pp. 45-51)

A. To what extent can the intents of a course he accomplished in the
available time? (pp. U5-L6)

B. Are the intents of a course both internally consistent and implemented
through the daily intentions? (pp. LA-LB)

C. Are the {eaching materials appropriate for achieving the daily and
course intentions? (pp. LB-LO)

D. Are the proposed teaching stretegies appropriate both to the daily
intents and to the teaching materials? (p. 49)

Curricular Intent: Making Value Judgmerts {pp. 51-G0)

A. 18 the ideal individual provosed by a curriculum closer to a scholarly
man or to the public man? (pp. 51-55)

B. Which factor is piven preference when one must choose between: an
intent, unclear and inconsistent, hut compatidble with his own and a
clear and consistent intent representing an orientstion differiny
from his osn? (pp. 55-5T)

Curriculum Evaloation fpp. 61-68)

A. Is there evidence concerning the magnitude of an exverimental
curriculum’s effects in relation to the cffects of other curricula? (pp. 63-

B. If the differences in effects are smell, can this outccme be attrituted
to inadequate test questions, single-push approach, sinrle score test?

(pp. AU-66)
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C. Are appropriate sampling techniques -~ for students, teachers, and
schools -- used so that the evaluation findings can be generalized
to classrooms across the country? (pp. 66-68)

V. Validity of Content {pp. 69-78)

A. Do the social science concepts and/or generalizations in & curriculum
represent social reality accurately? (pp. 69-72)

B. Does the curriculum recognize that several structures exist for any
one discipline? (pp. 72-77)

C. Is structure acknowledged to be dynamic? (pp. 72-78)

D. Has the conception of structure(s) contained in a curriculum been
analyvzed by social scientists not involved in the development of the
materials? (o. 78)

VI. Implementation Issues {(pp. 79-86)

A. Are the reading level and the complexity of ideas appropriate to
the students? {(p. 79)

B. What attitudes and skills do teachers need to teach the new materials?
(pp. 79-81)

C. Is it wiser to have all teachers, regardless of personal prefurences,
use the new materials or to permit teachers opposed to the new materials
to maintain their established courses? ({pp. B1-R2)

D. What unintended consequences are likely to result from the introduction
of nevw materfals? Are potential unintended consequences desirable or
undesirable? (pp. 84-85)

E. What {s the cost of the new materials per pupil each Year? {pp. 84-85)

F. What new equipment and/or facilities are nccessary for teaching the
nev materials? (p. 85)

G. What funds can he allocated for in-service training of teachers? {(pp. P5-F4Y




SELECTED BIBLIOGRAPHY

Background and Evaluation of the Flementary School Economics FProgram,
Industrial Relations Center. Chicago. The University of Chicaro, 1965.

Beard, Charles A. The Nature of the Social Sciences, Part II of the Revnort
of the Commission on the Social Studies, chairman A.C. Krey. New Yorhk:
Charles Scribner's Sons, 103k,

Becker, James M. "The Current Revolution in the Social Studies,"” Intercom,
9 (September-October), 26-66.

Berelson, Bernard. 'Introduction,'" The Social Studies and the Social Sciences,
svonsored by the American Council of Learned Societies and the National
Council for the Social Studies. New York: HKarcourt Brace % World, 102

Rerlak, Harold. "The Teaching of Thinking,”" The School Review, T3 (Spring,
1965), 1-13.

Berlak, Harold, and Tom, Alan. "Toward Rational Curriculum Decisions in the
Social Studies," The Indians Social Studies Quarterly, XX (Autumn, 1067),
17-31.

Berlak, Harold, and Tomlinson, Timothy. The Development of a Model for the
Metrqpolitan St. Louis Social Studies Center, A Final Report to the
U.S. Office of Education, Bureau of Research for Project No. 7-00k,

Broudy, Harry S., Smith, B. Othanel, and Burnett, Joe R. Democracyv and
Excellence in American Secondary Fducation. Chicago: Rand McNally, 196k.

Brown, Richard H. "Richard H. Brown Replies," Social Education, XXXI (November,
1967), $8L-87.

Brubaker, Dale L. Alternative Nirections for the Socia) Studies, Scranton,
Pennsylvania: International Textbhook Company, 19GT.

Bruner, Jerome. The Process of Education, New York: Vintage Books, 1060,

Bruner, Jerome. Toward a Theory of Instruction. Cambridre, Massachusetts:
Harvard University Press, 10A6.

Cases and Controversy; Guide to Teaching the Public Issues Series. Middleton,
“Connecticut: American Educational Publications, 1067.

Cronbach, Lee J. "Evaluaticn for Course Improvement," New Curriculs, ed.
Robert W. Heath. New York: Harper & Row, 10AlL,

Enele, Shirley. "“Decisfon-Making: The Meart of Cocial Studies Tnstruction,"
Social Filucation, XXIV (Noverbter, 1060), 1-0L, 30A.

Pnele. Shirley. "Oblectives of the Social Studies,” Current Research in
Social Studies, Bulletin of the School of Fducation, Indiana tniversity,
L5 {Vareh, 194k) 1-12.




gly

Fenton, ¥dwin. Developing & New Curriculum: A Rationsle for the Folt
Social Studies Curriculum. New York: Holt, Rinehart and Winston, 1947,

Fenton, Edwin. The New Social Studies. New York: Holt, Rinehart and Winston,
1967.

Galbraith, John Kenneth. The Affluent Society. FEoston: Houghton Mifflin,
1958.

Hauser, Philip. "Social Scieance and the Curriculum,"

Quarterly, 33 (January, 1959}, °31-l1.

North Central Association

Hays, William L. Statistics for Psychologists. New York: Holt, Rinehart and
Winston, 1963.

Hering, Pendleton. ''The Objlectives and Methods of the Social Sciences-The
Essential Funuctinns of Research," New Viewpoints in the Social Sciences,
Twenty-eighth Yearbook of the National Council for ihe Social Studies.
Washington, D. C.: The Council, 1958.

The High School Geograpny Project, four pape mimeographed statement.
Association of American Geogranhers, 1967.

Runt, Maurice P. and Metcalf, Lawrence B. Teaching High School Social Studies.
New York: HRarper & Row, 1955.

Johnson, Earl S. "The Social Studies Versus the Social Sciences," The
School Review, T1 (Winter, 1963), 389-ko03.

Kownslar, Allan O. and Frizzle, Donald B, Discovering American History.
New York: Holt, Rinehart and Winston, 1967.

Krug, Mark !'i. "The Jurisprudential Approach: Theory and Practice,' Social
Edueation, XXXII (December, 106R), 780-.93, T97.

Levpert, Ella C. and Pavette, Roland F. Project Rationale, Social Science
Curriculum Study Center. University of Illinois, June, 1966.

Iiynd, Robert S. Knowledpge Por What? Princeton: Princeton tmiversity Press,
1939.

McNee, Robert. '"An Approach to Understanding the Current Structure of
Geopraphy," Concepts and Structure in the New Social Science Curricula,
Report of a conference sponsored by the Social Science Fducation Consortium,
ed. Irving Morissett, New York: Holt Rinehart and Winston, 1967.

Marin Social Studies Project. A Directory of Research and Curriculum Development
ProjJects in Social Studies Fducation. Corte Madera, California: The
Projlect, 1960,




a5

Metcalf, Lawrence. 'Some Guidelines for Changing Social Studies Fducation,"
Social Education, XXVII (April, 1963), 197-201.

Meyerhoff, Hans. '"Introduction,” The Philosophy of History in Our Time.
Garden City, New York: Doubleday Anchor BRooks, 1050,

Morrissett, Irving, and Stevens, Jr., W. Williams. "Curriculum Analysis,”
Social FEducation, XXXI (October, 1967), L83-86, L8a,

Newmann, Fred M. '"The Analysis of Public Controversy: New Focus on Social
Studies," The School Review, 73 (Winter, 1965), hklo-3h,

Oliver, Donald W. 'The Selection of Content in the Social Sciences,"”
Harvard Educational Review, 27 (Fall, 1957), 271-300.

Oliver, Donald W. and Shaver, James P. Teaching Public Issues in the High
School. Boston: Houghton Mifflin, 1966.

Potter. David M. People of Plenty; Economic Abundance and the American
Character. Chicago: University of Chicago Press, 195h.

Rice, Marion J. 'Fvaluation in the Anthropology Curriculum Project,”" A
paper read at the 48th annual meeting of the National Council for the
Social Studies, Washington, D. C., November, 1968, General Information
Series No. 6. Athenst University of Georgia, 1969.

Rice, Marion J. 'Premises of the Anthropology Curriculum Project (Elementary)"
in A Panel Report on the Anthropology Curriculum Project, General
Information Series No. 4. Athens: University of Georgia, 1965,

Robinson, James Harvey. The Humanizing of Knowledge. New York: George H.
Doran Company, 1923,

Schwab, Joseph J. "Structure of the Disciplines; Meaning and Sipnificances,”
The Stiucture of Knowledge and the Curriculum, eds. G.W. Ford and
Lawrence Pugno. Chicago: Rand McNally, 1964,

Scott, Harry V. "Comparing Curriculum Proposals," FEducational Leadership,
25 (December, 1967), 2k2-48,

Seriven, Michael. 'The Methodology of Fvaluation," Perspectives of
Curriculum Evaluation, AFRA Monograph Series on Curriculum Fvaluation,
Monograph 1. Chicago: Rand MeNally, 1967.

Shaver, James P. and Berlak, Harold. Democracy, Pluralism, and the Social
Studies. Boston: Houghton Mifflin, 1948.

Shaver, Jsmes P, and Oliver, Donald W. ''The Structure of the Social Sciences
and Citizenship Education," Proceedings of the Utah Academy of Sciences,
Arts, and letters, 42 (Part II), 311-18.




96

Smith, Frederick R. and Cox, C. Benjamin. New Strategies and Curriculum in
Social Studies. Chicago: Rand McNally, 1969.

Sociological Resources for the Social Studies Newsletter, No. 6. Ann Arbor:
Ameriean Sociological Association, Fall, 1968.

Stake, Robert, 'Toward a Technology for the Evaluation of Educetional Programs,'
Perspectives of Curriculum Evaluation, AERA Monograph Series on Currieculum
Evaluation, Monogreph 1. Chicago: Rand McNally, 1967.

A Summary Description of the ECON 12 Teaching System, Economics Education
Center. San Jose: San Jose State College, 19AB,

Tyler, Louise I.. and Klein, M. Frances. Recommendations for Curriculum and
Instructional Materials. Los Angeles: University of Californis, 1067.

Williams, Rubin. Social Action and the Social Scientist, Proceedings of the
Sth Annual Intergroup Relations Conference, llniversity of Houston,
April 18, 1964. Public Affairs Council: University of Houston, n.d.




